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THE UNIVERSITY OF SAN FRANCISCO 
Dissertation Abstract 
 
Exploration of Soka Education Principles on Global Citizenship:  
A Qualitative Study of U.S. K-3 Soka Educators 
 
 The globalized world continues to be wracked by environmental, economic, 
sociopolitical, and spiritual crises (Earth Council, 2002; Laszlo, 2009). Education for 
global citizenship holds the key to resolving these problems (Andrzejewski & Alessio, 
1999; Ikeda, 2005). Unfortunately, U.S. K-12 education for global citizenship is 
predominantly driven by hegemonic neoliberal interests with the sole aim of producing 
human capital for global economic competition instead of developing socially responsible 
global citizens (Andrzejewski & Alessio, 1999; Giroux, 2012). Fostering a mindset for 
global citizenship urgently requires an alternative form of education that is ethical in its 
orientation (Noddings, 2005). One such model is Soka education, which is based on 
value-creation and Buddhist humanism (Ikeda, 2001). Since Soka education is still an 
emerging field, there is a dearth of studies on the practice of individual Soka educators, 
especially in the United States and specifically in regard to how they teach global 
citizenship. This study explored how U.S. K-3 teachers practicing Soka education are 
teaching global citizenship. 
 This qualitative study involved three purposefully selected U.S. K-3 teachers who 
practice Soka education in different schools located in the United States. The data sources 
included primarily interview transcripts, classroom observation notes, and classroom 
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documents from four days of fieldwork with each participant. Ikeda’s (2001) non-
prescriptive framework for global citizenship based on the bodhisattva virtues of wisdom, 
courage, and compassion served as the primary guide to collect and analyze data.  
 The three teachers adopted concepts from Makiguchi’s value creation philosophy, 
Ikeda’s human education philosophy, and Ikeda’s concept of global citizenship. They 
developed strong teacher-student relationships based on care, trust, dialogue, and 
character development. They modeled and taught wisdom, courage, and compassion via 
classroom activities. It seemed harder to implement Ikeda’s concept of global citizenship 
in public schools than in private schools. The teacher’s inner transformation based on 
Buddhist practice was key to their success. Assessing the impact of the teachers’ Soka 
education practice was challenging due to the lack of a systematic curriculum – they 
experienced both successes and challenges.  
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CHAPTER ONE 
THE RESEARCH PROBLEM 
Statement of the Problem 
 Signs are alarmingly clear that our globalized world is in the midst of an 
unprecedented crisis. Our planet continues to be devastated by a long list of familiar and 
interconnected environmental, economic, social, political, and spiritual crises. These 
include issues of war and violent conflict, human rights violations, environmental 
degradation, climate change, economic disparities, population pressure, food and water 
shortages, resource depletion, spread of nuclear weapons, and other threats. These life-
threatening issues provoke pessimism, hatred, mistrust, and provoke an identity crisis in 
the very depths of the human spirit. Our planet has reached a critical juncture in its 
history, a moment of truth when humans must choose their future or face the 
consequences. Fundamental changes are required to address these complex issues (Earth 
Council, 2002; Ikeda, 2005; Laszlo, 2009).  
 Several international proposals have been issued over the past several decades 
(especially through the United Nations) to address the global crisis. Among them, the 
Earth Charter (Earth Council, 2002), an international declaration of ethical principles 
aimed at building a just, sustainable, and peaceful global society, stressed the importance 
of people becoming responsible global citizens to one another, to the greater community 
of life, and to future generations. The Earth Charter called upon unprecedented efforts for 
global cooperation to address this collective crisis; it called for an urgent need for global 
citizenship across the world. Global citizenship in this context refers to an ethical/moral 
orientation or mindset that guides the understanding of individuals around the world, 
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being mindful of his/her interconnectedness and his/her responsibility to one another both 
locally and globally. In addition, global citizenship also refers to an ethic of care and 
responsibility for the betterment of the world beyond traditional national interests 
(Noddings, 2005). Despite these noble sentiments, the path to solving the planet’s 
problems seems extremely distant and daunting.  
 The great gale of globalization that has been sweeping contemporary society in 
areas such as information, communication, science, technology, and the market economy 
have contradictory byproducts. Some positive potentials include, democratization and the 
spread of a human rights consciousness. Contrastingly, the negative potentials include 
national/ethnic/religious conflicts, rising economic disparities, obliteration of native 
cultures, spread of nuclear weapons, and destruction of the environment (Ikeda, 2005).  
What is/are the root cause(s) of these issues? In the social sciences, the question of where 
the cause lies and where change should come from has been framed as the agency-
structure debate (Urbain, 2010). On the extremes of the continuum is methodological 
individualism, which asserts that societal issues can be brought back to personal 
decisions, attitudes, and actions. On the other extreme, structural functionalism argues 
that society influences individual attitudes and actions. Social researchers on the structure 
(or superstructure) side of the debate have argued that systems such as capitalism, 
patriarchy, and colonialism are to blame (and quite rightly so). They claim that the 
consciousness of individuals are shaped by society and hence, advocate for structural 
changes to the systems to address the issues.  
  While the process of globalization may be a contemporary phenomenon, global 
problems have always existed since the dawn of humanity and especially since the dawn 
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of civilization. It is only becoming more evident due to the accelerated nature of the 
process today (Ikeda, 2005). Additionally, moral dimensions of these global issues are 
often not addressed in the social science explanations. Buddhism, which falls under the 
agency side of the agency-structure continuum, asserts that the cause lies in the collective 
minds of individuals – this is where reforms need to be made. Buddhism elucidates the 
principle of oneness of an individual’s life and his/her environment – the person-
environment relationship principle. This principle contradicts the Western notion of 
mind-body and subject-object dualism that has been prevalent since Descartes. Based on 
the person-environment relationship, the world has problems and is unhealthy because 
the minds of individuals are not healthy and therefore, suffering (Urbain, 2010).  
 At the root of human misery are three destructive impulses, greed, arrogance, and 
ignorance, which are termed as the “Three Poisons” in Buddhism. These three poisons 
are umbrella terms for the essence of all the delusions and negative workings of life that 
impede the realization of our true potential for happiness. Ignorance, here, means a 
passive or willful ignorance of the true nature of life. It is blindness to the reality of our 
interrelatedness and interdependence to not just one another’s life, but also the very life 
of the universe. Under the influence of ignorance, one looks for fulfillment through 
acquisition and possession of materials, fame, or power. Greed is the uncontrolled 
impulse to fulfill these desires even at the expense of others’ happiness. Arrogance is the 
violent impulse that springs from the same egocentric orientation that includes 
resentment and jealousy (Woollard, 2009).  
 The three poisons hinder our happiness and our relationships. Their influence goes 
beyond the individual level to the social level and become the cause of conflict, 
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oppression, environmental destruction, and gross inequality among people, in essence, all 
global issues. The three poisons are an inherent aspect of our lives and can never be 
totally eradicated. However, we can reduce the power of these negative tendencies by 
developing positive human qualities such as wisdom, courage, and compassion (Urbain, 
2010). This process of developing positive qualities and transforming one’s negative 
tendencies is referred to as human revolution or inner transformation. Ultimately, 
transforming global issues relies on inner transformation of each individual, however 
slow the process may seem. Inner transformation can directly influence positive 
transformation in the lives of people in one’s environment and eventually, all of humanity 
in a ripple effect.  Throughout human history, human beings have become accustomed to 
seeking solutions through external maneuvering. Any external transformation, either 
legal, political, economic, or technological will only be mere tinkering since they fail to 
address the fundamental problem that exist in the human mind. The key is to address the 
suffering in the human mind (Urbain, 2010).  
 Ikeda (2001) further added that due to the collective inner suffering, humanity as a 
whole has failed to make human dignity and human happiness the consistent focus and 
goal in every field and endeavor, which in turn has led to the global crises over time. 
Therefore, Ikeda (2001) claimed that the human being is the point to which we must be 
returned and from which we must depart anew. How do we do this? Education, without 
doubt, holds the key to resolving the problems facing our planet (Andrzejewski & 
Alessio, 1999; Ikeda, 2005). Fostering a mindset for global citizenship requires 
education; specifically, education for global citizenship.  
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 Education for global citizenship has been promoted in U.S. schools for several 
decades in many forms since the advent of globalization, but has been lagging behind the 
rest of the world (Andrzejewski & Alessio, 1999; McIntosh, 2005). Furthermore, the 
current U.S. K-12 system, driven by a hegemonic neoliberal political and economic 
agenda with the sole aim of producing human capital for economic competitiveness in the 
global market, hinders the moral objectives of education for global citizenship 
(Andrzejewski & Alessio, 1999; Giroux, 2012). For example, influential educational 
reports such as “What Matters Most: Teaching for America’s Future” and policies such 
as No Child Left Behind and Race to the Top (Darling-Hammond, 2010) have all stated 
that educating workers for the global economy is the primary mission of education. This 
type of utilitarian education system with a subverted purpose dominating the educational 
landscape will not foster socially responsible global citizens to address the collective 
global crisis facing our species (Andrzejewski & Alessio, 1999; Miller, 2002). Instead, 
what is urgently required is a form of education for global citizenship that is humanistic 
(based on human dignity and happiness) and ethical/moral in its orientation (Noddings, 
2005).  
 One such model of a humanistic educational system oriented towards global 
citizenship is seen in the efforts of the worldwide Soka education movement. Along with 
progressive individuals, groups, and organizations making up the landscape of the 
emerging global civil society dedicated to addressing the crisis facing humanity, Soka 
education is an education system based on value-creation and Buddhist humanism that 
fosters an ethical and ontological orientation towards global citizenship (Ikeda, 2001). It 
aims to address the heart of global problems, the individual human being’s mind and 
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human condition (Gebert & Joffee, 2007). Since Soka education is still an emerging field, 
there is a dearth of studies on the practice of individual Soka educators, especially in the 
United States and specifically in regard to how they teach global citizenship. My study 
aims to explore how U.S. K-3 teachers practicing Soka education are teaching global 
citizenship to their students.  
Background and Need 
Soka education is a form of education that takes the human being as its primary 
focus and makes cultivating the humanity of each student its purpose. It approaches 
education from the philosophy of absolute respect for the dignity of life with the aim of 
raising self-reliant human beings who can create value in their own lives and society 
(Joffee, 2011). Distinct from other forms of education, Soka education can be described 
as an educational stance or orientation that contributes to, but also transcends curricula, 
pedagogy, ideology, professional development, and organizational systems. Soka 
education is focused on values, promoting hope in the inherent potential of students and 
education. It emphasizes the nurturing of students through a mentor-disciple relationship 
with educators who are themselves attempting an inner transformation, in order to 
achieve personal happiness and create value in society (Gebert & Joffee, 2007).  
“Soka,” meaning “value-creation” in Japanese, is a philosophy of value developed 
by Japanese educator, Tsunesaburo Makiguchi (Gebert & Joffee, 2007). Viewing creation 
of value as the ultimate purpose in life, Makiguchi stressed the importance of human 
agency in creating the values of beauty, gain, and good for the advancement of the 
individual and his/her society (Gebert & Joffee, 2007). According to Makiguchi, the aim 
of education should be the lifelong happiness of the student (Bethel, 1973). This is based 
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on the belief that the happiness of the individual student and that of his/her society is 
deeply interconnected (Bethel, 1989). The happiness described here is not some temporal 
rapture, but a deep confidence to create value out of anything (Bliss, 1994).  
Makiguchi established Soka education in 1930 through an organization of 
educators called the Soka Kyoiku Gakkai (means “Value-Creation Education Society” in 
Japanese). Sadly, Makiguchi’s ideas were rejected in Japan and his educational, religious, 
and political views led him to his imprisonment and subsequent death at the hands of the 
Japanese military government during World War II (WWII). After WWII, Makiguchi’s 
ideas were later refined and institutionalized by his successors, Josei Toda and Daisaku 
Ikeda (Gebert & Joffee, 2007).  
Soka education today is based on a conglomeration of Makiguchi’s value creation 
philosophy and Ikeda’s ideas on humanistic education grounded in Buddhist humanism 
(Goulah & Ito, 2012). Soka education is now practiced in a network of 18 schools 
worldwide from kindergarten to university, including here in the United States at Soka 
University of America (Joffee, 2011). It has also inspired several private schools 
worldwide (Gebert & Joffee, 2007). In the United States, the Renaissance Charter School 
in New York was founded based on the principles of Soka education (Joffee, 2006). The 
practice of thousands of educators around the world outside of the Soka school network 
has also been informed by Soka education, including here in the United States (Gebert & 
Joffee, 2007; Joffee, 2011). My study’s interest lay in the practice of these educators 
outside of the Soka school network in the United States. 
 The concept of global citizenship, with its many definitions and critiques, is not 
novel to mainstream U.S. education, but it tends to be amoral in its orientation and is 
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mainly driven by economic interests for individuals to competently live and work 
globally. Global citizenship is also often bound in notions of tolerance, which while 
important, is not the same as learning from and with others (Noddings, 2005). 
Distinctively, the practice of global citizenship in Soka education is based on developing 
the capacity for individuals to be genuinely concerned about the peace and prosperity of 
the world by harnessing positive human virtues such as wisdom, courage, and 
compassion to transform the negative tendencies of the three poisons mentioned earlier. 
Through its focus on value creation, it strives to rethink the concept and practice of global 
citizenship by giving it a deeper humanistic and ethical/moral meaning  (Ikeda, 2001).  
Since Soka education is still an emerging field, there is a dearth of studies on the 
practice of individual Soka educators, especially in the United States and specifically in 
regard to how they teach global citizenship to their students. My inquiry aimed to address 
the genuine need to understand education for global citizenship in the context of Soka 
educational practice. Research in Soka education is literally a “new frontier” and research 
in global citizenship based on Soka education is even further unchartered territory for 
pioneering researchers. In addition, it would be extremely helpful for U.S. educators in 
general to learn from Soka education, which has a tradition of education for global 
citizenship. For these reasons, my study aimed to address these needs and expand the 
literature on the individual practice of U.S. K-3 educators practicing Soka education 
amidst the challenges they face within their school systems. My study was specifically 
concerned with U.S. K-3 educators practicing Soka education outside of the Soka school 
network in various contexts.  
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Purpose of the Study 
 The purpose of my study was to explore how U.S. K-3 teachers practicing Soka 
education are teaching global citizenship to their students. Specifically, I investigated the 
conceptual aspects of Soka education that these teachers have adopted and implemented 
in their teaching, and the impact of their practice. For my research, I conducted a 
qualitative study of three individual teachers.  
Research Questions 
 My study explored the following research question along with three sub-
questions: How do current U.S. K-3 teachers practicing Soka education teach global 
citizenship to their students? 
• What conceptual aspects of Soka education have these U.S. K-3 teachers adopted 
to teach global citizenship to their students? 
• How have these U.S. K-3 teachers implemented these Soka education concepts in 
teaching global citizenship to their students? 
• What is the impact of these U.S. K-3 teachers’ Soka education practice on their 
students? 
Conceptual Framework: Global Citizenship based on Soka Education 
 Daisaku Ikeda’s (2001) non-prescriptive framework for global citizenship based 
on Soka education served as my primary guide to collect and analyze data and inform my 
study. Ikeda described global citizenship as the capacity to be genuinely concerned for 
the peace and happiness of the world. He elaborated that it does not require diverse 
linguistic prowess or extensive international travel. In fact, Ikeda considered education 
for global citizenship as a metaphor for Soka education itself. Drawing inspiration from 
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Makiguchi’s value-creation philosophy and Buddhist philosophy, Ikeda proposed the 
three virtues of wisdom, courage, and compassion as a framework for global citizenship.  
 According to Ikeda (2001), the following three particular qualities or virtues are 
required of global citizens who are genuinely concerned for the peace and prosperity of 
the world:  
 1) Wisdom to perceive the interconnectedness of all life and living 
 2) Courage to not fear or deny difference, but to respect and strive to understand  
     people of different cultures and to grow from encounters with them 
 3) Compassion to maintain an imaginative empathy that reaches beyond one’s  
     immediate surroundings and extends to those suffering in distant places  
     (pp.100-101) 
 
 These three virtues of Ikeda’s vision for global citizenship are inspired by the 
ideal of the Bodhisattva. In Mahayana Buddhism, Bodhisattva is the life state of people 
who dedicate their lives to alleviating the sufferings of others. This life condition is also 
the closest to the happiness that characterizes Buddhist enlightenment. The Bodhisattva is 
the paragon of wisdom, courage, and compassion (Ikeda, 2001). 
  The three virtues are interdependent; the interdependence of the three virtues 
constitutes the heart of Ikeda’s ethos of global citizenship (Obelleiro, 2012; Urbain, 
2010). Let us elaborate on these virtues, one at a time.  
Wisdom 
 As noted earlier, Ikeda (2001) presented wisdom in terms of perceiving the 
interconnectedness of all life. The original Japanese for “to perceive” can mean 
understanding and it connotes both cognition and recognition. This wisdom to perceive 
entails a worldview that develops understanding. This understanding is not of mere facts, 
but of the reality of an interconnected world. Ikeda distinguished the terms, wisdom and 
knowledge. He believed that the greatest error of the modern world was that it confused 
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knowledge with wisdom. For Ikeda, knowledge is neutral – it can be either used to create 
value or cause suffering. Wisdom on the other hand, is always oriented towards 
happiness. Wisdom also leads to an orientation of action. In consequence, unlike 
knowledge, it is deeply connected with courage (Obelleiro, 2012).  
 Wisdom is also intimately connected to compassion. By referring to 
interconnectedness, Ikeda alluded to the Buddhist principle of dependent origination. 
This principle posits that all things including individual forms of life come into existence 
as a result of causes and conditions. In other words, our interconnectedness is 
metaphysically primordial and the concept of an individual is derivative. This all-
inclusive interdependence forms the heart of the Buddhist worldview. This principle of 
dependent origination is central to Ikeda’s concept of global citizenship. Who we are 
depends on our relationships with others. At the same time, our relationships with others 
depend on our inherent moral qualities. The wisdom of the global citizen is not an object 
of detached contemplation as in the natural sciences, but the understanding that one’s 
actions in the world have consequences on others and the actions of others have effects 
on oneself. In this sense, wisdom is indivisible from compassion. It is a wisdom grounded 
in empathy with all forms of life. Practically speaking, it is the compassionate desire to 
find means of contributing to the wellbeing of others that gives thrust to limitless wisdom 
(Obelleiro, 2012; Urbain, 2010). 
Courage 
 In his reference to the concept of courage, Ikeda’s (2001) description of the 
attitude of a global citizen in regards to difference alludes to the Buddhist principle of the 
oneness of good and evil as inherent potentials in life. Evil and suffering are not merely 
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external in nature to individuals, relationships, and situations. They cannot be prevented 
and transformed only by means of avoiding or attacking assumed sources of external 
suffering. Instead, good is brought forth by means of creatively engaging the very 
individual relationships and situations from which evil and suffering arise. Difference is 
not something to be avoided or eliminated (fear) nor something to be dismissed or 
ignored (denial); it is not something to be easily accepted and celebrated uncritically 
either, for it is not always unconditionally good. Good and evil potentials are inherent in 
differences as well and must not only be respected and understood, but also viewed as an 
opportunity for growth and development (Obelleiro, 2012; Urbain, 2010). 
 Courage is constitutive of the wisdom to understand the interrelatedness of life. 
The Buddhist view of the interconnected world is not a conflict-free paradise or utopia. 
Buddhism recognizes that we live in a world fraught with conflict and perils. To perceive 
this world in its true light requires courage. We also live in a world of suffering. To face 
this truth without confusion requires compassion. Without courage and compassion, 
awareness of the depth of interconnectedness would become crippling and unsustainable. 
To perceive the interconnectedness of all things means to see things as they are and 
muster the courage and compassion to create meaning and value in a world of conflict 
and suffering (Obelleiro, 2012; Urbain, 2010). 
Compassion 
 Ikeda’s virtue of compassion is based not only on empathy, but also on solidarity. 
Solidarity connotes connection extending far and wide with others and with all life 
arising from a desire for mutual happiness and growth. For Ikeda, the political 
dimensions of compassion are critical to the extent that the very question of good and evil 
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depends on whether we can cultivate meaningful connections of empathy and solidarity. 
Goodness can be defined as that which moves us in the direction of harmonious 
coexistence, empathy, and solidarity with others. The nature of evil is to divide people 
from people, humanity from nature, and so forth. The counterbalancing force to the evil 
aspect of human nature and the suffering it causes is compassion – the desire to relieve 
suffering and to give joy (Obelleiro, 2012).  
 Compassion is often thought of as analogous to pity and sentimentality, but 
whereas pity is condescending, compassion springs from a sense of equality and 
interconnectedness of life. Compassion is rooted in respect for the inherent dignity of life 
– our own and others’ – and a desire to see that dignity prevails. Sentimentality or mere 
pity cannot help the other person achieve victory in life; it cannot truly alleviate suffering 
and create happiness. Genuine compassion is about empowering others, helping them 
unearth strength and courage from within their lives in order to overcome their 
challenges. The effort to offer others effective encouragement for their specific 
circumstances is what gives rise to wisdom. Compassion and wisdom are, therefore, 
closely related in this manner. Even small acts of kindness require a degree of courage. A 
life based on compassion means a steadfast belief in the unrealized potential of others and 
oneself (Obelleiro, 2012; Urbain, 2010). 
 Ikeda (2001) believed that the cultivation of the three virtues of the global citizen 
through education is a remedy to the destructive forces of human nature that cause global 
problems. He urged that education for global citizenship must be ontological, humanistic, 
and ethical in its orientation fostering capable people of character endowed with these 
three qualities. He believed that people endowed with these qualities would naturally 
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orient themselves towards happiness and wellbeing of the world. He further stated that 
the aim of education for global citizenship is to foster global citizens committed to an 
indivisible solidarity of human happiness, one that embraces all members of the human 
species. Ikeda believed that global citizenship based on these qualities is important 
towards the development of a global civilization. As more global citizens emerge in 
society, the capacity of the world to address global problems will also be increased 
(Urbain, 2010).  
Critical Analysis of Ikeda’s Global Citizenship 
 I want to note that Ikeda’s notion of global citizenship has been translated into 
multiple English terminologies depending on the translator and context. Hence, terms 
such as planetary citizenship, world citizenship, international citizenship, and 
cosmopolitan citizenship have been used along with global citizenship. Miller (2002) 
argued that the term global citizenship is even insufficient to grasp Ikeda’s Japanese 
meaning of the term, global citizenship. The term, global citizenship, contains multiple 
meanings depending on who defines it and can have a negative connotation, especially 
for those who view globalism based on economic or political terms – expansion of 
capitalism or a world government authoritatively imposed. Miller suggested using the 
term, “cosmopolitan citizenship” instead. He also further stated that the term, 
“cosmological citizenship” might be more appropriate since Ikeda’s notion of global 
citizenship alludes to an enlightened citizen in the Buddhist sense involving delving into 
the inner recesses of one’s mind as well as the external world. However, for purposes of 
this study, I decided to continue to use the more common terminology of “global 
citizenship.” 
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 Although Ikeda (2001) utilizes Buddhist concepts, his concept of global 
citizenship is also grounded in what Ikeda referred to as a new humanism grounded in 
both Eastern and Western philosophical traditions. Ikeda’s triad of virtues is supported by 
scholars such as Martin Seligman, one of the founders of positive psychology, who 
researched various religious and philosophical traditions spanning across 3000 years and 
across the entire face of the earth. Seligman found that six common virtues were 
endorsed and among the six, the first three (knowledge, courage, and love) are 
remarkably close to the triad of wisdom, courage, and compassion. Human beings have 
the capacity for several virtues; wisdom, courage, and compassion encompass most of the 
virtues and serve as umbrella terms. For example, courage is an umbrella term for virtues 
such as hope, willpower, positive energy, and enthusiasm; wisdom for intelligence, 
imagination, and creativity; and compassion for such virtues as generosity, kindness, and 
empathy (Urbain, 2010). 
  According to Urbain (2010) and Obelleiro (2012), Ikeda had interpreted the 
moral ideals of the Bodhisattva and translated the three virtues into non-Buddhist terms 
to demonstrate that they are capacities shared by all people. Furthermore, he wanted to 
make global citizenship accessible to all people and that it is the responsibility of 
everyone and every community (Obelleiro, 2012).  
 However, Ikeda’s (2001) concept of global citizenship does not imply a neglect of 
the tremendous influences of ideologies and institutions of oppression. In fact, Ikeda 
recognized the influence of cultural hegemony and imperialism. However, he was 
convinced that the cultivation of the three virtues based on the bodhisattva ideal can in 
effect, counter cultural imperialism and other forms of oppression (Obelleiro, 2012; 
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Urbain, 2010). Ikeda’s vision for global civilization based on global citizenship is in 
contrast to economic notions of globalization based on imposing same economic 
standards in every corner of the world. His vision can be described as a platform, a set of 
dialogical frameworks for allowing people of different backgrounds and ideologies to 
participate together in the construction of a better world. Differing both from the 
universalistic view of global citizenship, which limits diversity or a view of permanent 
conflict, which limits unity, Ikeda’s view is based on an inner universalism shared by all 
people. His concept of global citizenship is open-ended because it is not a vision of a 
world order, but rather an expression of hope in what global citizens from different 
backgrounds can create together. Ikeda’s vision manifests the values of both unity and 
diversity. He believed that global citizenship should not be conceived as a finished 
product, but as constantly evolving based on the co-cultivation of the three virtues 
(Urbain, 2010). 
 Finally, Ikeda’s notion of global citizenship based on the cultivation of the three 
virtues in bringing forth one’s full humanity is far from naïve, exemplifying deep 
democratic commitments. In the contemporary world, virtues such as courage, 
compassion, and wisdom are characteristically met with cynicism and indifference. 
Unless this cynicism is boldly confronted by firm optimism, fundamental responses to 
global issues are impossible (Obelleiro, 2012; Urbain, 2010). 
Application of Ikeda’s Global Citizenship 
Although Ikeda’s ethos of global citizenship as wisdom, courage, and compassion 
is a moral orientation that can be difficult to fully capture in a particular pedagogy, 
curriculum, or educational policy, Ikeda (2001) recommended the following integral 
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elements and goals of education for global citizenship at all levels: 1) peace education- 
students will learn the cruelty and folly of war, and embrace nonviolence; 2) 
environmental education – students will study current ecological realities and means of 
protecting the environment; 3) developmental education – students will focus attention on 
issues of poverty and global justice; and 4) human rights education – students will 
awaken to an understanding of human equality and dignity. 
Finally, Ikeda (2005) reminded that the key to fostering global citizenship is the 
educator. The teacher is the most important element in the educational environment. 
Within the interaction between different personalities – as individual human beings and 
as teacher and student, the enormous potential for global citizenship maybe harnessed. 
Through my study, I explored specifically how Soka teachers in my study adopted 
Ikeda’s conceptual framework in their teaching practice to cultivate the qualities of 
wisdom, courage, and compassion in their students.  
Similar Conceptual Frameworks 
 In order to provide context for Ikeda’s conceptual framework within teacher 
practice, I also explored similar frameworks, including Hansen’s (2011) educational 
cosmopolitanism and Sockett’s (2011) virtue-based teacher dispositions. Hansen’s (2011) 
concept of educational cosmopolitanism is very similar to Ikeda’s notion of global 
citizenship. Educational cosmopolitanism is a teaching orientation based on the ancient 
idea of cosmopolitanism to address the challenges and opportunities posed by our 
globalized world. This orientation involves a reflective openness to new people, new 
ideas, and reflective loyalty towards local values, interests, and commitments. Like Soka 
education, educational cosmopolitanism is not prescriptive and its virtues are threefold: 
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suppleness, longevity, and hopefulness. While there are many forms of cosmopolitanism 
in the literature, educational cosmopolitanism is derived from moral and cultural 
cosmopolitanism. Moral cosmopolitanism focuses on how moral human obligations can 
be extended to people outside one’s immediate circle. Cultural cosmopolitanism argues 
that people can be rooted meaningfully in more than one culture. A cosmopolitan-minded 
educational approach cultivates several dimensions, including the aesthetic (developing 
perceptivity, sensibility, and responsiveness), the moral (how people treat others), the 
reflective (ability to think critically and imagine), and the ethical (cultivating oneself) 
capacities.   
Additionally, Sockett (2011) emphasized the importance of teacher dispositions in 
teaching practice as virtues by themselves, in nurturing moral virtues in students. He 
identified three categories of virtues in teaching – character, intellect, and care. Character 
was subdivided into four virtues: trustworthiness, sincerity, risk-taking, and 
courage/perseverance. The category of intellect is examined through the lens of critical 
thinking and focuses on the virtues of truthfulness, accuracy, open-mindedness, and 
impartiality. The category of care, based on Noddings’ care ethics (based on receptivity, 
relatedness, and responsiveness), was subdivided into the four virtues of tolerance, 
patience, compassion, and sympathetic attention. Based on the three categories of virtues, 
Sockett identified six dispositions as virtues in teaching practice: 1) truthfulness, 2) open-
mindedness, 3) impartiality, 4) integrity as wholeness, 5) courage, and 6) self-knowledge. 
Some of Sockett’s dispositions are very similar to the two virtues of wisdom and courage 
in Soka education. Sockett’s (2011) model is not prescriptive by any means. He provided 
some useful samples of ongoing and mutually agreed protocols (with definitions and 
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procedures) for each disposition in order for teachers and students to practice these 
dispositions in class and assess themselves. For example the definition and procedures for 
truthfulness was described in the following manner:  
- Making trustworthiness central to the relationship with individual students and 
the class 
- Avoiding deceit and understanding when to dissemble or avoid the truth 
- Understanding limits and opportunities of authority and avoiding power plays 
- Valuing and articulating disagreements, giving each voice its due 
- Avoiding all forms of stereotyping children and favoritism 
- Giving children contexts in which mutual trust can develop and be fostered 
- Being open to being corrected on matters of truth 
- Taking the trouble to be accurate 
- Exercising considered judgment as to when not to be truthful 
- Sophistication in matters of candor with children and with colleagues 
- Understanding one’s own beliefs and searching for alternatives 
  (p. 200) 
Educational Significance 
 My inquiry aimed to address the genuine need to understand education for global 
citizenship in the context of Soka education practice among U.S. K-3 teachers. Research 
in Soka education is literally a “new frontier” and research in education for global 
citizenship based on Soka education is even further unchartered territory for pioneering 
researchers. My study was the first of its kind to explore the teaching practice of U.S. 
Soka teachers by incorporating fieldwork. 
 The study intended to expand the literature on the individual practice of U.S. Soka 
teachers amidst the potential challenges they face within the U.S. school system. In 
addition, the study attempted to contribute new insights and lessons about the broader 
issue of education for global citizenship at the K-12 level. Furthermore, my study aimed 
to contribute theoretical grounding for future research.  
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In terms of practical application, my aim was to inspire other educators in their 
practice of education for global citizenship. Joffee (Joffee, Goulah, & Gebert, 2009) was 
convinced that educators are seeking more and more humanistic orientations of education 
and any attempt to further understand Soka education is meaningful. Practice inspired by 
success stories that cut across various divides and grounded in research is certainly 
helpful. My study provided preliminary data and an initial platform for future research 
that will further define Soka education and analyze its benefits.  
Definition of Terms 
The terms, global citizenship, global citizen, education for global citizenship, and 
Soka education are terms that I used throughout my study. Since there are several 
definitions of these terms, I decided to define and operationalize the terms in the context 
of my study in order to avoid any confusion and bring readers on the same page. As you 
will note from my review of the literature in Chapter Two, these definitions were derived 
from the literature.  
I defined global citizenship as an ethical orientation or mindset that guides the 
understanding of individuals around the world, which leads to individuals being mindful 
of his/her interconnectedness and his/her responsibility to care for one another both 
locally and globally for the peace and happiness of the world. My definition of a global 
citizen was an individual who ontologically practices global citizenship in thought, 
speech, and action (as a way of being). Education for global citizenship is any form of 
education that develops global citizens by fostering global citizenship. Soka education is 
a form of education based on value-creation and Buddhist humanism that fosters global 
citizenship in their students.  
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CHAPTER TWO 
REVIEW OF THE LITERATURE 
Summary of the Problem 
 The globalized world continues to be wracked by a long list of environmental, 
economic, social, political, and spiritual issues. Several international proposals such as 
the Earth Charter (Earth Council, 2002) called for an urgent need for global citizenship to 
address these issues. Education, specifically education for global citizenship holds the 
key to resolving these problems facing our planet (Andrzejewski & Alessio, 1999; Ikeda, 
2005). Unfortunately, U.S. K-12 education for global citizenship is predominantly driven 
by neoliberal interests with the sole of aim of producing human capital for global 
economic competition instead of developing socially responsible global citizens 
(Andrzejewski & Alessio, 1999; Giroux, 2012). This type of education with a distorted 
purpose will not foster genuine global citizenship (Miller, 2002). Fostering a mindset for 
global citizenship urgently requires an alternative form of education that is ethical 
(Noddings, 2005). One such model is the international Soka education system (based on 
value-creation and Buddhist humanism), which fosters an ethical and ontological 
orientation toward global citizenship (Ikeda, 2001). My study aimed to explore the 
practice of U.S. K-3 Soka teachers.   
My literature review intended to provide background on my central research 
question: How do current U.S. K-3 teachers practicing Soka education teach global-
citizenship to their students? I explored the background of three primary themes 
reflecting the variables in my research question to inform and justify my study: 1) global 
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citizenship, 2) education for global citizenship within the U.S. K-12 context, and 3) Soka 
education. Let us explore these themes, starting with global citizenship. 
Global Citizenship 
In this section, I explored the following overlapping components of global 
citizenship: 1) definitions and terminology 2) historical background, 3) philosophical 
orientations, 4) critical analysis of global citizenship, 5) definition based on Soka 
education, and 6) my own definition for purposes of this study. Exploration of these 
components was crucial in informing my concept of global citizenship for purposes of 
my study.    
Definitions and Terminology 
 There are various definitions of the term, global citizenship (Falk, 1994; Byers, 
2005). “World citizenship” is also a related term that is distinguished from global 
citizenship. Some merge the two concepts (Lagos, 2002). For purposes of this study, I 
referred to just the concept of “global citizenship.” Global citizenship is a highly debated 
concept in political and social theory. According to some theorists, global citizenship is 
an identity everyone possesses simply by their existence on earth. It may be the only true 
identity since nations and nationalities are socially constructed concepts. Other debates 
focus on the moral identity hinged on a global responsibility for everyone to care about 
each other regardless of our location or nationality. Others argue that global citizenship 
can only exist through the construction of global institutions. With such contrasting 
views, there is no unifying definition (Dower, 2002).  
The word, “citizenship” in “global citizenship” was derived from the word “city” 
and is associated with the state and the nation (McIntosh, 2005). Here, it is important to 
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understand the concept of citizenship before understanding global citizenship. However, 
citizenship itself, is difficult to define (Noddings, 2005). According to Banks (2001) and 
Benhabib (2002), citizenship usually consists of a membership that shares certain 
linguistic, cultural, ethnic, and religious similarities. The practice of citizenship consists 
of three components: 1) collective identity, 2) privileges of political membership, and 3) 
social rights and claims (Ladson-Billings, 2005). Legally, a citizen is defined as a person 
having duties, rights, responsibilities, and privileges within a political unit that demands 
loyalty from that person for protection in return (McIntosh, 2005). Now that we are living 
in a shrinking planet, citizenship has to be redefined if one of its dimensions is felt 
membership in a political or social unit – in this case, the whole planet. Any rights and 
obligations accorded to global citizens come from citizens themselves. A lack of a global 
body has put the onus upon global citizens to redefine rights and obligations. The very 
definition of citizenry needs to be changed in this context (McIntosh, 2005). Global 
citizenship applies the concept of citizenship to a global level. It is qualitatively different 
from the national variety where the rights and duties come from the states (Lagos, 2002). 
There is no global government to which individuals owe allegiance and there are no 
corresponding laws that bind individuals unless their states accept them. Therefore, we 
cannot depend on the technical definition of “citizenship” to help us in defining global 
citizenship (Noddings, 2005). 
From this review of definitions, it was apparent that defining global citizenship is 
a complicated task. The next section of my review addressed the historical background 
behind the concept of global citizenship.  
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Historical Background 
Throughout human history, sentiments about global citizenship have been echoed. 
It was most famously alluded to by British author and revolutionary, Thomas Paine, in 
his “Rights of Man” where he stated that his country is the world and his religion is to do 
good (Bernstein, 2009). Most recently, the term, “global citizenship,” was popularized 
through U.S. president, Barack Obama’s speech in Berlin, which appealed to the need for 
global citizenship in our interconnected world (Allen, 2008). 
Human civilization for many thousands of years consisted of city-states. Hence, 
the term, “citizen,” was derived from the word, “city” (McIntosh, 2005). Nation states 
then emerged in Europe, which were conglomerations of city-states. From citizens of 
cities, people also became citizens of nation states. This trend was seen throughout the 
world since. European nation states started colonizing different parts of the world, which 
eventually led to for better or for worse, people of the world coming physically in contact 
with one another unlike ever before. Ever since the end of WWII, forces of globalization 
made these physical contacts even more magnified. With the advent of improved modes 
of transportation and advanced communication and information technology, there is no 
doubt that we live in a truly global era. There are many individuals with multiple 
passports now than ever before. In addition, global systems and products have been 
homogenized giving rise to the idea that the world is becoming one. This is not the first 
time in history that human civilization is undergoing internationalization, but it has never 
been easier and more rapid (Friedman, 2005; MacGillivray, 2006).  
At the end of WWII, Western Europe started an experiment in European unity, 
which eventually led to the European Union (EU), a supra-nation state. Within the EU, 
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there is free movement of people to live, work, pay taxes, and vote in other member 
states. This process has led to a new notion of citizenship (Habermas, 1994). All these 
aforementioned physical and external changes in the world’s landscape have come about 
mostly due to economic and political forces of globalization. Global citizenship in this 
context is mostly based on close physical proximity and commerce, but not in terms of 
people’s attitudes to one another and the environment (Ikeda, 2001). 
The second half of the twentieth century saw various social movements that added 
a new dimension to global citizenship beyond physical proximity and commerce. The 
human rights movement which started after the end of WWII in the aftermath of the Nazi 
holocaust and the Universal Declaration of Human Rights (UDHR) led to a new global 
consciousness among people of the world about universal human rights which have gone 
on to challenge state sovereignty over social and economic injustice. In 1945, the United 
Nations was formed to prevent another world war and the United Nations went on to 
develop the UDHR to prevent future genocides. The UDHR, a document with 30 articles 
that addresses various rights, was unanimously accepted by member states of the UN. 
Human rights became a global concern for the first time (Ramirez & Suarez, 2004).  
Another social movement, the environmental movement that started with Rachel 
Carson’s book, “Silent Spring,” led to a new global awareness about our connection to 
the environment and the effects of our actions on the environment (Noddings, 2005). 
Pictures of the earth from outer space in the early 1970s provided a new awareness of our 
planet and an outlook of looking beyond artificial national borders (Gaudelli, 2003). The 
counter culture movements of the 1960s and 1970s helped create a new awareness about 
human consumption in the industrial world, which continues to this day in the form of 
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lifestyle politics. These social movements have led to increased global activism in terms 
of social, economic, and environmental justice (Noddings, 2005). According to Lagos 
(2005), global activism has been on the rise with demonstrations such as the Battle of 
Seattle in 1999, which brought activists from around the world and localized global 
issues in unprecedented ways. Presently, the global issue of climate change has created a 
universal awareness of our limited resources and our need to cooperate on regulating our 
industrial way of life if we are to survive on this planet. The emergence of global 
terrorism since the September 11 Attack and the imminent threat of a nuclear holocaust 
also serve as constant reminders of our interconnectedness. All of the aforementioned 
events in history led to the emergence of a global citizenry and an awareness of global 
citizenship (McIntosh, 2005). The next component explored the philosophical 
orientations of global citizenship. 
Philosophical Orientations 
While there are many schools of thought, there are two major ones that seem to 
guide the direction of the concept of global citizenship in the modern world – 
neoliberalism and cosmopolitanism (Lagos, 2002). While there are many forms of 
cosmopolitanism, in general, it is a philosophical orientation that views all humanity and 
the environment as part of a single moral community. Based on a cosmopolitan 
perspective, key tenets of global citizenship include respect for any and all fellow global 
citizens, regardless of race, religion, or creed, giving rise to a universal concern beyond 
the barriers of nationality (Appiah, 2008).  
The idea of cosmopolitanism is not new. Its formal articulation in the Western 
philosophical tradition can be traced back to Diogenes, the Greek Cynic philosopher and 
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beyond. Cosmopolitan themes were also present in non-Western traditions long before 
Diogenes as in the teachings of the Hindu Upanishads, Buddhism, Confucianism, 
amongst others (Hansen, 2011). Throughout the centuries, cosmopolitanism had been a 
concept of periodic re-emergence. The modern notion of cosmopolitanism is based 
mainly on 18th century philosopher, Immanuel Kant’s work, “Perpetual Peace,” where he 
proposed the idea of cosmopolitical citizenship and a federation of nations  – the 
foundation for the League of Nations, it’s successor, the United Nations, and the 
European Union. Kant elaborated that because rationality is universal, we must respect 
reason in each person and give dignity to one another. Equality and the duty of respect to 
another are fundamental in Kant’s philosophy (Démuth, 2011). Citizenship laws based on 
Kant’s philosophy of cosmopolitanism allow all citizens to exercise their rights and 
duties in multiple sites of political and legal responsibility (Chataway, n.d). The basis of 
much of contemporary thought on global citizenship is based on Kant’s work (Appiah, 
2008; Nussbaum 1996). The past 15 years have seen a flourishing of research on 
cosmopolitanism due in part as a response to conditions of globalization (Appiah, 2008; 
Hansen, 2011). 
On the contrary, advocates of economic globalization based on neoliberalism 
come close to defining global citizenship based solely on economic terms (Noddings, 
2005; Stiglitz, 2002). A global citizen in this case is someone who can live and work 
effectively anywhere in world and compete in the global marketplace (Lagos, 2002). In 
this case, the global citizen is merely a consumer versus a citizen. The term “homo 
economicus” is sometimes used to describe such individuals. Neoliberalism, a strand of 
capitalism, is a political and economic philosophy based on free markets, deregulation, 
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and privatization. Efficiency and utilitarianism lie at the core of this ideology – it is 
amoral in its orientation (Giroux, 2012).  
For my study, I was mainly interested in global citizenship based on the 
cosmopolitan kind. In the next section, I critically reviewed global citizenship because of 
the problems associated with its definition. 
Critical Analysis of Global Citizenship 
Not all scholars interpret global citizenship positively (Nagashima, 2007). The 
problem lies with the negative connotations and consequences associated with the terms, 
“global” and “citizenship.” The term, global, is negatively associated with globalization 
and imperialism. Primarily, global citizenship gets a bad reputation because of its 
association with economic globalization. This is because the forces of economic 
globalization have aggravated existing economic injustice and have negatively affected 
the physical environment of our planet. Definitions of global citizenship based solely on 
economic terms bear this negative connotation as a consequence (Noddings, 2005). 
Additionally, Dower (2002) questioned whether global citizenship is ethical or 
institutional. He questioned whether it entails world governance, which would mean the 
imposition of a majority’s vision on everyone. Dower further asked whether it is for all 
people or some, whether it creates a dichotomy from national citizenship (or conflicts 
with patriotism); whether it challenges state sovereignty; and does this obligate everyone 
to participate in global events or institutions. There are many other critical voices 
regarding global citizenship as well. Others, such as Parekh (2003), argued that if global 
citizenship means being a citizen of the world, it is neither practical nor desirable. He 
further argued that global citizenship defined as an actual membership within a type of 
 29 
 
worldwide government will be impractical and disconnected from one’s immediate 
community. Parekh also noted that such a world would be bureaucratic, oppressive, and 
culturally uninteresting.  
The term, citizenship is also problematized when inequities among citizens are 
brought to light. Ladson-Billings (2005) used Parson’s definition of citizenship to bring 
light to the notion of citizenship as experienced by different groups of people within the 
same country. According to this concept, citizenship is rooted on full membership in the 
societal community; it involves three components: the civil (or legal), the political, and 
the social. The civil component involves rights of individuals, the political aspect refers 
to access to governmental processes, and the societal component refers to the ability to 
have access to social resources and capacities that enhance social mobility and comfort. 
Examples include, access to education, healthcare, employment opportunities, housing, 
and so on. The three components are good indicators of the degree to which some 
members of society fail to be acknowledged as full citizens. Different racial, ethnic, and 
religious groups have differential access to citizenship since securing the social 
component is an obstacle. Ladson-Billings advanced this notion further by stating that 
one needs to distinguish the theoretical level of citizenship from the substantive level of 
exclusionary and marginalizing practices. 
Even global citizenship based on cosmopolitanism is not immune from criticism. 
Toulmin (1990) reminded everyone of the hidden agenda within cosmopolitanism, a 
vision of society as rationally ordered in the Newtonian sense marked by an obsession 
with theoretical order and simplicity that has blinded successors of the Enlightenment to 
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the unavoidable complexities of human experience. Said (1993) also agreed that even 
today, a hidden imperialistic agenda persists at the heart of cosmopolitanism.  
Cosmopolitanism is seen as disengaging people from their cultural allegiances. 
Postcolonial scholars question the desire of having a single universalistic world order; 
they argue that it is a Western fascination and fails to account for the local and cultural 
differences, especially in non-Western countries; it comes across as Western imposition 
(Obelleiro, 2012). 
However, modern scholars have argued that contemporary times are different 
from the Enlightenment or any other time in history in one fundamental way. Today, the 
myriad modes of interdependence that connects us are more intense and apparent than 
any other time. Thus, a new cosmopolitanism features previously unheard voices, 
including feminist, decolonial, non-Western amongst others, that are aware of a 
universalizing vision of a world order (Appiah, 2008; Hansen, 2011; Nussbaum, 1996). 
Contemporary cosmopolitanism recognizes the value of particular cultures and local 
commitments; they value diversity. At the same time, they appreciate the urgent need to 
work together across differences (Hansen, 2011). 
Finally, the fact that global citizenship remains without a common definition is its 
major critique (Noddings, 2005). However, Byers (2005) questioned the assumption of 
the need for one unifying definition of global citizenship. For Byers, global citizenship 
cannot be defined from a single viewpoint. He criticized such an approach due to 
potential implications of a common definition based on who wields power. The term can 
be used inappropriately. Global citizenship can be a powerful term because people who 
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invoke it can do so to provoke and justify certain actions just as with the term 
“patriotism.” 
 Despite the criticisms, Noddings (2005), however, concluded that even if we 
cannot answer the initial question of “what is the meaning of global citizenship” entirely 
to our satisfaction, it should not hinder us from continuing the discussion. It is with this 
intent while acknowledging some of the critiques, that I defined the concept of global 
citizenship for myself later in this section for purposes of my study. To inform my 
definition, I first explored the roots of global citizenship based on Soka education and 
then the definitions of global citizenship based on the work of two feminist scholars, Nel 
Noddings and Peggy McIntosh. 
Definition of Global Citizenship based on Soka Education 
 Before adopting Ikeda’s concept of global citizenship as part of my definition, I 
explored the background on global citizenship based on Soka education in this 
component. The major conceptual basis for fostering global citizenship according to Soka 
education is based on Makiguchi’s (2002) three levels of global citizen identities and 
Ikeda’s (2001) three essential qualities for global citizenship (which I have adopted as the 
conceptual framework for my study). Makiguchi’s ideas on global citizenship before he 
came across Buddhism were influenced by Kant. Through Makiguchi’s influence and 
neo-Kantian views that dominated his time, Ikeda’s thoughts on global citizenship were 
influenced by Kant as well although Ikeda’s view is predominantly grounded in Buddhist 
philosophy. In consequence, Makiguchi’s and Ikeda’s concept of global citizenship is 
grounded in moral cosmopolitanism (Obelleiro, 2012). 
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 Makiguchi (2002) developed the idea of an education process rooted in and 
starting from the local community and branching its reach of concern to the national and 
eventually the global level. He rejected both narrow-minded nationalism and the type of 
globalism that is merely abstract and lacking in content. Makiguchi stressed that 
education for global citizenship must be initiated at the level of the local community, 
extending outwards from thereon. He urged that education for global citizenship should 
not only instill empirical learning, but also develop public spiritedness as well as a 
sensitive moral and ethical awareness. Makiguchi considered the identity of the global 
citizen based on the three levels of the local, national, and global community. He 
demonstrated that the character of a global citizen is fostered through a dynamic 
harmonization and development of these three levels. As the individual grows, the sphere 
of what that individual experiences as his/her local community expands to a national and 
global scale. Thus, humanitarian contribution towards one’s community and country 
furthers the cause of world peace. At the same time, contributing to global humanity on a 
planetary level reverberates back to the national and local levels.  
 Makiguchi (2002) further argued that the ultimate purpose of education is the 
pursuit of happiness of human civilization. To this end, he later proposed that education 
should shift from modes of competition in economic, political, and military spheres to 
what he called, “humanitarian competition” to contribute towards human happiness and 
alleviate human suffering.  
 As I had elaborated in Chapter One, Daisaku Ikeda (2001), Makiguchi’s modern 
heir of Soka education, described global citizenship as the capacity to be genuinely 
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concerned for the peace and happiness of the world. Ikeda proposed the qualities of 
wisdom, courage, and compassion as a framework for global citizenship.  
Soka education’s concept of global citizenship based on moral cosmopolitanism is 
not unique. Nodding’s and McIntosh’s definition of global citizenship is also rooted in 
moral cosmopolitanism. I briefly explored their definitions in the next section to inform 
my definition.  
My Definition of Global Citizenship 
Noddings (2005) defined global citizenship as an orientation of care and concern 
for peace, protecting the planet, economic and social justice, and appreciation of social 
and cultural diversity. McIntosh (2005) promoted the practice of global citizenship 
through harnessing the affective capacities of the mind, body, heart, and soul. Noddings’ 
and McIntosh’s notions of global citizenship based on the ethic of care resonate with that 
of Ikeda’s within the context of Soka education. Hence, my definition of global 
citizenship was derived from the complementary perspectives of Noddings (2005), 
McIntosh (2005), and Ikeda (2001) who apply the concept of caring to global citizenship.  
In light of problems associated with the terms, “global” and “citizenship,” along 
with critiques of cosmopolitanism, I defined global citizenship as an ethical orientation or 
mindset that guides the understanding of individuals around the world which leads to 
individuals being mindful of his/her interconnectedness and his/her responsibility to care 
for one another both locally and globally for the peace and happiness of the world and 
welfare of humanity. For my study, I incorporated my definition of global citizenship to 
explore how K-3 teachers in the United States are addressing global citizenship based on 
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Soka education. The next section of my literature review addressed education for global 
citizenship in the U.S. K-12 context. 
Education for Global Citizenship within the U.S. K-12 Context 
In this section, I explored the following intersecting components of education for 
global citizenship within the U.S. K-12 context to inform my study: 1) definitions and 
terminology, 2) historical background, 3) philosophical orientations, 4) critical analysis 
of education for global citizenship in the current U.S. K-12 context, and 5) practice. I 
chose to explore these components in order to compare and contrast education for global 
citizenship based on Soka education with models of education for global citizenship 
within the U.S. K-12 context. 
Definitions and Terminology 
 Education for global citizenship is also referred to more commonly as global 
education (Gaudelli, 2003). For purposes of brevity, I adopted this more popular term for 
just this section of the literature review. Although there are numerous definitions of 
global education provided by scholars, they all agree that it shares broad ideals similar to 
multicultural education, human rights education, education for sustainable development, 
and peace education. Anderson (as cited in Nagashima, 2007), one of the earliest scholars 
on global education defined it as the development and awareness for students to realize 
that human beings are all from one species coexisting on the same planet. Another early 
scholar, Hanvey (as cited in Nagashima, 2007) proposed five dimensions to define 
education for global citizenship: 1) perspective consciousness (the ability to hold multiple 
perspectives); 2) state-of-the-planet awareness (the ability to understand global issues); 3) 
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cross-cultural awareness; 4) knowledge of global dynamics (the ability to understand 
interconnectedness); and 5) awareness of human choices. 
Later on, scholars such as Diaz, Massialas, and Xanthopoulos (1999) defined 
global education as the study of cultural diversity, human rights, varied curricular 
perspectives, and prejudice reduction in different countries around the world. Meanwhile, 
the American Forum for Global Education (2003) defined global education as raising 
awareness and understanding of global issues that demonstrate the interconnectedness of 
a student’s daily life and the world. While defining, it is also important to mention that 
while there is overlap, there is a distinction between global education and international 
education (a longstanding field in education). According to Kirkwood (2001), 
international education refers to the traditional approach of language disciplines and area 
studies in higher education. Merryfield (1994), however, acknowledged the influence of 
international education on global education through its incorporation of traditions of 
international relations, world history, and area studies.  
Although global education is often referred to by various terminologies (such as 
global education, world education, and so forth), it still maintains its core identity as a 
form of education that brings the world into the classroom, where educators teach from a 
world-centric rather than a nation-centric or ethno-centric perspective (Kirkwood, 2001). 
Thus, education for global citizenship stems from an awareness that a problem affecting 
one area of the planet also affects the entire world. Furthermore, Pike and Selby (2001), 
viewed education for global citizenship as coming from two perspectives – world-
mindedness and child-centeredness. They described education for global citizenship as 
being focused on the planet as a whole while also valuing the individual. Lastly, Gaudelli 
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(2003) defined education for global citizenship as a curriculum that seeks to train 
students to contextually examine through various pedagogical styles that promote critical 
praxis of human values, institutions, and behaviors.  
Based on the literature, it was apparent that the definitions of global education 
demonstrate a diversity of definitions with many overlaps, but no one clear definition. 
For purposes of my study, I defined global education in the introduction to my study as 
any form of education that fosters an ethical orientation towards global citizenship. The 
next section addressed the historical background of global education in the U.S. K-12 
context. 
Historical Background 
Preparing knowledgeable citizens has been identified as the purpose of education 
throughout U.S. history from Jefferson to Dewey and beyond. After all the carnage 
during WWII, approaches to teaching about international issues were incorporated into 
the mandates of several United Nations organizations. United Nations Educational, 
Scientific, and Cultural Organization (UNESCO) and its sister organization, the 
International Bureau of Education (IBE) began advocating a form of teaching that fosters 
world peace through international understanding (Andrzejewski & Alessio, 1999; 
Noddings, 2005). The idea is captured in the preamble of the UNESCO (1945) 
constitution: “Since wars are made in the minds of men, it is in the minds of men that 
defenses of peace must be constructed.” This idea was later echoed in Article 26 of the 
Universal Declaration of Human Rights (UN, 1948), which includes the following 
passage:  
“Education shall be directed to the full development of human personality and to 
strengthen respect for human rights and fundamental freedoms. It shall promote 
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understanding, tolerance, and friendship among all nations, racial, or religious 
groups and shall further the activities of the UN for the maintenance of peace.” 
 
However, teaching about international issues in U.S. schools remained unchanged 
years later after World War II. Public school curricula tended to retain a predominantly 
national focus concentrating on molding children into membership in national society. 
Cold War tensions reinforced these traditional nationalistic approaches. However, the 
1960s saw a change. International NGOs (INGO) began expanding their public 
engagement efforts. Along with UN organizations, these INGOs helped to establish the 
field of development education (Noddings, 2005; Peters et al., 2008).  
Another movement, a movement for peace education, was developed in the 
United States with support from the anti-war and anti-nuclear movements. The approach 
of these movements drew heavily from Paulo Freire’s critical pedagogy and Galtung’s 
concepts of positive peace and structural violence (Noddings, 2005; Peters et al., 2008). 
Drawing on these education movements, a group of scholars and educators began 
systematizing these approaches to teaching about international issues in the 1970s and 
1980s. Along with others, these educators began to link the goals of development 
education, peace education, and human rights education. They also connected with local 
educational movements for civil rights and multiculturalism. Issues of environmental 
sustainability later complemented those of social and economic justice as well. These 
movements were happening mostly at the higher education level, but not in public 
schools (Andrzejewski & Alessio, 1999). 
 While the 1960s witnessed an emergence of global education, the 1970s saw a 
decline in interest even though the interest worldwide was heightened. Since most of the 
proponents of global education were NGOs feeling the need to solve global problems 
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through education, most teachers who adopted global education were usually affiliated 
with these NGOs. By the late 1970s, these educators faced numerous challenges to 
advancing the field such as lack of common standards and training (Gaudelli, 2003).  
 Global education faced even more challenges in the 1980s, a decade known for its 
conservatism. Some individuals criticized global education for promoting various 
cultures instead of teaching about the United States. There was a growing fear that this 
type of education would threaten American values, identity, and way of life by destroying 
students’ sense of national citizenship and patriotism (Gaudelli, 2003; Noddings, 2005). 
The United States also withdrew from UNESCO in 1984 and remained apart from it for 
nearly two decades until 2003. Despite its opposition, the United States gradually began 
to realize the benefits of education for global citizenship in the 1990s in terms of 
benefitting its national interests both economically and politically in a post-Cold War 
world (Gaudelli, 2003).  
While there were challenges to global education in the United States, there have 
been a few accomplishments as well. Organizations such as the American Forum for 
Global Education have been in existence since the 1970s. International baccalaureates at 
all grade levels with a global-focused curriculum have been around for the past four 
decades in over 500 schools. There are over 100 public magnet schools with international 
foci and second language enrollment has increased dramatically in many states. Many 
initiatives have been sponsored at the national and state level such as discipline-specific 
curriculum guides with an international focus. The National Geographic Society 
promoted world geography in many schools. World history is now part of the required 
curriculum in many states. The U.S. State Department and the Department of Education 
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have sponsored successful international weeks throughout the country. Recognition 
programs to honor teachers in excellence in education for global citizenship have become 
popular. With the advent of technology such as I-Learn, I-PALS, and international youth 
online forums organized by organizations such as Global School Net Foundation, 
education for global citizenship has been innovative as well (Andrzejewski & Alessio, 
1999; Smith & Czarra, 2003).  
Despite these advancements and many decades of promotion, the U.S. schools as 
a whole are lagging behind the rest of the world in terms of global education 
(Andrzejewski & Alessio, 1999; McIntosh, 2005). With 9/11 and conservative 
nationalism on the rise, tensions have made the implementation of global education 
complex and difficult in the United States (Noddings, 2005). I further explored the 
current context of U.S. K-12 global education in a later component. Before this, I 
explored the two main philosophical orientations and their tensions that guide global 
education in the U.S in order to provide some background. 
Philosophical Orientations 
 According to Andrzejewski and Alessio (1999) and Noddings (2005), two main 
conflicting schools of thought orient global education in the United States - education for 
jobs and education for social responsibility and citizenship. One is economic in nature, 
where the curriculum is geared towards preparing students to live, work, and function 
competently in a globalized world run by the free market. This perspective tends to be 
amoral in its orientation and focuses only on the development of skills that will help 
students succeed without any consideration for ethical implications of globalization.  
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The economic orientation is rooted in neoliberalism, which I described in a 
previous section as a political philosophy based on capitalism that allocates support for 
economic liberalization, free-trade, open markets, privatization, and deregulation, thus 
increasing the role of the private sector versus the public sector (Giroux, 2012). Based on 
this philosophy, students are viewed as human capital. Human capital is the sum of skills, 
knowledge, social, personal attributes that lead to the ability to perform labor in order to 
produce economic value. It is a general philosophy of the human being acting within 
economies, an attempt to capture social, biological, cultural, and psychological 
complexity as they interact in economic transactions. This is why states mainly support 
education for jobs skills training since it affects national productivity, growth, and 
innovation – in essence, the bottom line (Hanushek & Woessmann, 2008). Based on this 
philosophy, global education becomes a means of manufacturing human capital to be of 
value to national and corporate interests (Giroux, 2012).  
The countervailing view is ethical in its orientation attempting to harness the 
potential residing in education to develop socially responsible citizens in order to address 
the myriad of issues facing our world. Unfortunately, the current U.S. focus is 
predominantly based on preparing students for the marketplace than social responsibility 
to collectively address global issues (Andrzejewski & Alessio, 1999). I further explored 
the tensions between the two opposing aims of global education in the current U.S. K-12 
context in the next section to understand the potential challenges faced by U.S. K-12 
teachers practicing Soka education. 
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Critical Analysis of Global Education in the Current U.S. K-12 Context 
In spite of the many advances, most U.S. schools are lagging behind and have 
been offering fewer courses in global education than in the past due to economic and 
political reasons (Noddings, 2005). Despite decades of exposure to global education, 
most school districts have changed very little. The United States is often presented as the 
best nation in the world, one that despite a few flaws, champions human rights and 
democracy (Andrzejewski & Alessio, 1999). In a global attitudes survey conducted by 
the Pew Research Center (2003), it was found that among industrialized nations, U.S. 
citizens stood out for their sense of cultural superiority over other cultures.  
In many schools, other nations are studied mainly for their natural resources 
available in them. People from other countries are usually portrayed as less advanced 
culturally and technologically. Science is presented as a values-neutral system and nature 
is often portrayed as a commodity to be exploited for human consumption or profit. The 
familiar list goes on. Teachers are politically pressured to narrowly prepare students for 
the workforce rather than for social responsibility and citizenship. However, it should be 
noted that public schools in the United States have always had this tension to educate for 
economic production versus educating citizens (Andrzejewski & Alessio, 1999).  
Most educational policies over the years, including No Child Left Behind Act of 
2001 and the current Race to the Top contest have advocated educating workers for the 
global economy as the primary mission of education (Darling-Hammond, 2010). 
Supporting a just and democratic society is less than a secondary goal and global issues 
are hardly mentioned. This neoliberal influence on education is not a coincidence 
(Giroux, 2012). Corporate leaders have been working strategically to secure ideological 
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allegiance of young people to a neoliberal worldview on issues of the environment, 
corporate rights, and the role of government in order to gain access to young consumers 
and contracts in the education industry.  The corporate goal has been to transform schools 
into training centers producing human capital for the needs of corporations. To achieve 
this goal, public opinion is mobilized by portraying public education as a failing 
institution. In addition, increasing fear of competition is used to indoctrinate students to a 
cutthroat business mentality. Furthermore, they engineer the break up of public education 
through proposals for choice such as vouchers, lotteries, charter schools, and the like 
(Andrzejewski & Alessio, 1999; Giroux, 2012). Subsequently, cognitively oriented 
subjects such as math and science, which have a higher earning potential are emphasized 
at the expense of other subjects that enhance values and affective domains related to 
social responsibility (Andrzejewski & Alessio, 1999). 
The evidence of these neoliberal strategies is seen throughout the media. Schools 
have become scapegoats for all of society’s ills. As a result, school budgets have been 
slashed, standards have piled up, threats to privatize public schools have increased, and 
many teacher education programs have been shut down (Giroux, 2012). Issues of global 
justice, environmental sustainability, human rights, and citizenship are for the most part 
not major components of the curriculum in PK-12 schools. They are rarely addressed by 
stakeholders, including administrators, school boards/trustees, teachers, faculty unions, 
and state legislators - not even the Congress of the United States or in their proposals for 
education reform. Where global issues are addressed, they are often approached through 
biased perspectives of ethnocentrism, national chauvanism, and global economic 
dominance (Andrzejewski & Alessio, 1999; McIntosh, 2005).  
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There are several complex reasons for the absence of global education in the 
curricula – educators, policymakers, and corporate interests have all contributed their 
share to the problem. First, many educators and policymakers do not experience or see 
the consequences of global issues. They are seen as someone else’s problem and since 
they do not require immediate action, it is easy to become distanced from the problems. 
Additionally, many of these issues, such as global warming are gradual trends rather than 
cataclysmic events, which require immediate intervention. Corporate public campaigns 
also misinform the public about ecological problems claiming them to be either hoaxes or 
non-threatening as in the case of climate change. Corporations also often complain that 
the cost of environmental regulation is expensive to businesses, taxpayers, and 
employees. Secondly, global issues seem immensely insurmountable, leading people to 
believe they have little influence on them (Andrzejewski & Alessio, 1999).  
Thirdly, teachers have been told to avoid political issues that differ from 
conventional beliefs embedded in the traditional curriculum. The structure of schools 
encourages fragmentation, mystification, simplification, and omission of knowledge for 
efficiency and control – hence, the popularity of high-stakes testing. As a result, teachers 
often learn how to teach as defensively as possible to avoid controversy, student 
resistance, parental objections, and administration sanctions (Andrzejewski & Alessio, 
1999; Giroux, 2012). Finally, educators have not been taught global issues during their 
own schooling or during their teacher training to have the competence to encourage their 
students. The situation is further exacerbated by a lack of common standards in teaching 
global issues (Andrzejewski & Alessio, 1999; Smith & Czarra, 2003). Furthermore, 
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global education is not valued in teacher education by administrators and policymakers 
(Andrzejewski & Alessio, 1999). 
McIntosh (2005) provided different reasons for the state of affairs with global 
education in the United States. She believed that American exceptionalism and privilege 
have played a role in its apathy towards global education. She explained that global 
citizenship requires a community-orientation. Strong institutional structures in U.S. 
society such as capitalism, patriarchy, individualism, and white supremacy make it 
extremely difficult for global education to flourish. In addition, the anti-UN and anti-
international stance of the United States government – a byproduct of Cold War policies 
and its own sense of exceptionalism - also contribute to its opposition of many UN and 
INGO global education initiatives that many other nations have readily embraced.  
Miller (2002) argued that global education based on a neoliberal educational 
system is incapable of developing genuine global citizens because the purpose of 
education is distorted. The education system is based on a reductionist, individualist, and 
capitalist paradigm, which treat people as human capital to exploit and manipulate 
without any regard for moral implications. At the current rate, the system will only breed 
students who are narcissistic consumers. Therefore, the entire system may need to be 
overhauled for true results in global education to manifest. 
The current context of global education in U.S. schools seems unpromising. On 
the bright side, individual educators are slowly transforming the landscape of global 
education in their own ways. I briefly reviewed their recommendations for good practice 
along with some examples of application in the next component. The next component 
also featured a brief review of different ethically oriented curricular approaches adopted 
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in global education by U.S. K-12 educators and the professional resources available to 
them. This review was useful in terms of comparing and contrasting these models with 
the practice of U.S. Soka educators. 
Practice 
In this component, I briefly explored some curricular approaches and professional 
development resources available to teachers of global education. I also explored some 
recommendations for good practice and examples of application in global education. 
Curricular Approaches 
Most of the Anglophone research on global education practice, albeit minimal, is 
based in the United Kingdom and Canada. Among the few studies conducted on global 
education in the United States, one study of 50 years in global education showed that the 
curriculum consisted of ten general categories: conflict control, economic systems, belief 
systems, social justice, environmental management, political systems, population, race 
and ethnicity, technology, and sustainable development (Collins, Czarra, & Smith, 1996). 
For purposes of practice, scholars have identified broad concurrent set of issues, 
goals, and approaches associated with global education. Among them, six main 
orientations have been identified: 1) a view of the world as one system and of human life 
as shaped by a history of global interdependence; 2) commitment to the idea of basic 
political, social, economic, and human rights; 3) commitment to the value of cultural 
diversity, and the importance of intercultural understanding and tolerance; 4) belief in 
efficacy of individual agency; 5) commitment to child-centered pedagogy; and 6) 
environmental awareness and commitment to sustainability (Pike & Selby, 2001). 
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I came across three key pedagogical approaches used in global education: 1) 
critical transformative approaches based on critical pedagogy, 2) constructivist 
approaches, and 3) holistic/multiperspective approaches (Gaudelli, 2003). Among the few 
notable curricula adopted by some U.S. educators include Oxfam’s Education for Global 
Citizenship curriculum and the International Baccalaureate (IB) curriculum. Oxfam’s 
(2013) curriculum guide is based on learning outcomes in knowledge/understanding, 
skills, and values/attitudes for students between the ages five to 19. Some of the themes 
for knowledge-related outcomes include: social justice and equity; diversity; 
globalization and interdependence; sustainable development; and peace and conflict. The 
themes for the skills component include: critical thinking; ability to debate; ability to 
challenge injustice and inequalities; respect for people and things; and co-operation and 
conflict resolution. Sense of identity and self-esteem; empathy and sense of common 
humanity; commitment to social justice and equity; value and respect for diversity; 
concern for the environment and commitment to sustainable development; and belief that 
people can make a difference, make up the themes for the values and attitudes component 
of the curriculum. 
The International Baccalaureate (Davy, 2011) curriculum is transdisciplinary and 
collaborative focusing on PK-12 students. Curriculum elements include: cultural and 
perspective awareness; language learning; teaching of concepts, skills, knowledge, and 
attitudes for international mindedness; critical thinking; research; and IT skills. The IB 
curriculum also shares similar areas of study with Oxfam’s curriculum guide in terms of 
the knowledge, skills, and attitude components. 
 
 47 
 
Applications and Best Practices 
Much of the literature on best practices tends to be based in higher education 
(Noddings, 2005). However, amidst the many aforementioned challenges, there are some 
notable recommendations and examples of good practice among U.S. K-12 educators 
based on a moral orientation of global education. Noddings (2005) provided some 
general recommendations based on other educators’ and her own practice: 1) using the 
power of local resources to build global perspective, 2) using global issues to address 
local issues, 3) integration of education for global citizenship in a variety of disciplines 
instead of standalone courses, 4) a flexible and broad curriculum to accommodate 
conceptual, attitudinal, and skill-based learning, 5) being courageous amidst the risk of 
being branded as being unpatriotic, and 6) effective use of art and literature to develop 
cultural sensitivity.  
Noddings (2005) also referred to the importance of place-based global education, 
arguing that a global perspective is hard to develop without a sound understanding of 
one’s local environment and the love that many human beings have for their hometowns. 
Ladson-Billings (2005) reminded that U.S. schools provide educators with a microcosm 
of problems inherent in the idea of global citizenship. By practicing inclusion and respect 
in schools, the stage is set for practicing global citizenship. Thornton (2005) argued that 
including internationalism in the current social studies curriculum would both advance a 
global perspective and enrich existing courses. McIntosh (2005), coming from a feminist 
perspective, asserted that the care giving tasks traditionally associated with women and 
so little valued by political leaders are actually fundamental in developing an 
environment of global cooperation. Hence these skills must be actively fostered in 
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schools among boys and girls. In addition, Nash (2005) advised teachers to help students 
listen to one another attentively and respectfully as they discussed issues of religion and 
controversy. Like Ladson-Billings, both McIntosh and Nash emphasized the importance 
of inclusion in attitudes, knowledge, and cooperative activity.  
Among some examples of application and good practice, Carlsson-Paige (actor, 
Matt Damon’s mother) and Lantieri (2005) demonstrated how middle school students can 
develop a sense of social justice and apply it both in real local and global settings based 
on hearing stories of their contemporaries in the developing world and adopting 
international documents such as the Earth Charter and the Universal Declaration of 
Human Rights. Also working directly with students, Smith and Fairman (2005) illustrated 
how students can learn and exercise skills associated with conflict resolution, a skill that 
is beneficial in global cooperation.  In the area of language studies, an eighth-grade 
Spanish teacher explored global and social issues through the context of the lives of the 
speakers of the language. Although some would argue that such dimensions do not 
belong in a language class, language cannot be learned in a vacuum (Andrzejewski & 
Alessio, 1999).  
Good practice in global education in U.S. schools as a whole may seem minimal. 
However, since global education is cross-disciplinary, a conglomeration of specific 
disciplines with overlapping goals (such as human rights education, peace education, 
developmental education, education for sustainable development, citizenship education, 
values education, intercultural education, and so forth), best practices in the literature 
should be ideally addressed through the efforts and accomplishments of each of these 
disciplines in the U.S. K-12 context (Sinclair, 2008). Although a comprehensive review 
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on the good practices of each of these specific disciplines is ideal and necessary, for 
purposes of my study, I will only briefly focus on some good practices within the realm 
of human rights education in U.S. schools.  
While the United States is one of the least active among nations that have adopted 
human rights education, based on an online evaluation conducted by the Human Rights 
Education Association (HREA) in the aftermath of UN Decade of Human Rights 
Education (1995-2004), U.S. teachers have been using multiple strategies for introducing 
human rights themes in their classrooms. Most frequently, human rights themes are also 
showing up in the state standards in relation to the holocaust, genocide, and slavery. 
Human rights themes are frequently taken up in special events such as human rights days 
or activities to address particular human rights issues such as child labor. While human 
rights themes tend to be often only integrated into existing social science courses, many 
teachers have also started to creatively integrate human rights themes in non-traditional 
subjects such as the sciences, math, economics, and literature. They have also utilized 
technology such as the Internet and film, and experiential learning strategies such as 
service learning to enhance their practice. However, while there is great opportunity for 
human rights education in U.S. schools, the need is not adequately met - human rights 
education remains to find an established place in the mainstream U.S. educational system 
(Tibbitts, 2004).  
Professional Development Resources 
Since U.S. schools are not adequately meeting the needs of global education, 
hundreds of non-profits are working to provide resources. Among the organizations with 
websites include: the American Forum on Global Education; Center for Global Studies 
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through the University of Illinois in Champaign-Urbana; Primary Source; Facing the 
Future; and Learners without Borders. The resource center of the Americas in 
Minneapolis specializes in teaching materials on Central and South America. Teaching 
for Change in Washington DC and United for a Fair Economy in Boston provide 
classroom resources and experiential exercises. Rethinking Our Classrooms Project 
combines cutting edge pedagogical theories with practical classroom applications. 
Finally, Poverty and World Resources reaches out to connect global injustices with the 
policies of industrial nations. There are many other organizations as well (Andrzejewski 
& Alessio, 1999; Noddings, 2005).  
The human rights education component of global education has also flourished in 
alternative settings such as university research centers, non-profits, extracurricular 
groups, alternative educational settings (including online communities), and faith 
communities. Amnesty International, Human Rights Education Association, University 
of Minnesota’s Human Rights Resource Center are major organizations that provide 
comprehensive human-rights-oriented curriculum resources and professional 
development opportunities for teachers (Tibbitts, 2004). 
From this brief review of K-12 global education practice in the United States, it 
was apparent that there is an urgent need for more examples of good practice in global 
education based on a moral orientation. My study on the practice of Soka educators 
intended to address this gap. Next, I moved on to explore Soka education, the heart of my 
research. 
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The Soka System of Education 
Soka education provides an alternative approach to education for global 
citizenship. In this section, I explored the following components of Soka education: 1) 
definition, 2) historical background 3) philosophy, 4) practice, and 5) research. These 
components provided background on the practice of U.S. K-3 Soka teachers in my study. 
I started first with the definition of Soka education. 
Definition 
Soka means “value-creation” in Japanese. It is a humanistic form of education 
based on value creation. Humanistic education, here, does not refer to education rooted in 
the humanities or western humanistic traditions. Ikeda is referring to education where the 
human dimension is central (Ikeda, 2001). Based on the Soka school system’s definition, 
Soka education takes the human being as its primary focus and makes cultivating the 
humanity of each student its objective. It approaches education from the perspective of 
absolute respect for the dignity of life with the aim of raising self-reliant human beings 
who can create value in their own lives and society (Joffee, 2011). 
However, Soka education is more of a spirit of education, an ethos, rather than a 
defined methodology – it is non-prescriptive. A concrete definition of Soka education is 
still emergent (Joffee, 2011). In the next component, I explored the historical background 
of Soka education to provide context for the current practice of Soka education.  
Historical Background 
Soka education was founded by Tsunesaburo Makiguchi (1871-1944). Makiguchi 
was an accomplished elementary school teacher, a school principal, a geographer, and a 
religious thinker. He was born during the Meiji period (1868-1912), when Japan was 
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coming out of its long isolation from the rest of the world, modernizing rapidly based on 
Western models. When Makiguchi began his educational career in 1893, the goal of 
education at the time based on the Ministry of Education’s policies, were geared towards 
producing industrial wealth and military strength for imperial expansion across East Asia. 
Education was still only reserved for the wealthy while most children had to work to 
support their families. Makiguchi was acutely aware of the inequities within the school 
system and always worked tirelessly to champion students from low-income families. He 
was also a pioneer of women’s education and international exchange in Japanese schools. 
After many years of experience as a schoolteacher and principal, he began to write and 
test his approaches; an empirical educational approach inspired and influenced by his 
U.S. contemporary, John Dewey (Gebert & Joffee, 2007; Ikeda, 2001).  
Makiguchi’s theory of value first began to take form in his first book, The 
“Geography of Human Life” (“Jinsei Chirigaku” in Japanese) published in 1903, an 
introduction to geography instruction. The work gained popularity in Japanese teacher 
education circles. His second book focused on community studies, called “Research into 
Community Studies as the Integrating Focus of Instruction,” which was published in 
1916. Makiguchi’s unfinished magnum opus, “The System of Value Creating Pedagogy” 
(“Soka Kyoiku Taikei” in Japanese) was published in 1930, a summation of more than 40 
years of classroom experience. Only four of the work’s planned 12-volume set were 
published (Gebert & Joffee, 2007; Ikeda, 2001).  
Makiguchi's theory stood out in an environment where many of his contemporary 
educators were occupied with introducing Western theories into Japan. His theory was 
one of the first full-fledged educational theories ever put forward by a Japanese educator. 
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“The System of Value-Creating Pedagogy” was highly acclaimed by Makiguchi’s peers, 
including Inazo Nitobe (Under-Secretary General of the League of Nations) and Tsuyoshi 
Inukai, the 29th Prime Minister of Japan (Gebert & Joffee, 2007; Ikeda, 2001).  
In his writings, Makiguchi called for reforms within the education system based 
on empirical research. He also argued strongly against politicization of education and 
advocated for the inclusion of educators in political decision-making. Makiguchi was 
vehemently opposed to traditional teaching methods involving rote memorization and test 
taking. He presented a list of recommendations for improving education, including 
raising the standards for teacher preparation and creating specific NGOs focused on 
education research and practice (Bethel, 1989).  
Unfortunately, Makiguchi’s humanistic educational ideas were birthed at a time 
when Japan was plunging head on into war with the advent of the military government in 
the 1920s. Meanwhile, Makiguchi and his colleague and mentee, Josei Toda, started the 
Soka Kyoiku Gakkai (Value-creation Education Society) in 1930 after encountering 
Nichiren Buddhism in1928. Upon reading the Buddhist Lotus sutra, Makiguchi realized 
how aligned his own philosophy of education was with Buddhism. His Value-creation 
Education Society started as a secular educational organization for educators and 
researchers to apply Buddhist principles in education along with his value-creating 
philosophy. However, as time progressed, the general public also started participating in 
the organization. By this time, Makiguchi’s philosophy and Buddhism were applied to all 
areas of life by the members of the organization (Gebert & Joffee, 2007). 
 As the organization developed, Makiguchi started to give greater accordance to 
Nichiren Buddhism. The organization evolved from a call for education reform to the 
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reform of Japanese society as a whole. With the outbreak of the Sino-Japanese War in the 
1930s, the emperor of Japan was declared a living God. Manipulating Shintoism as a 
state religion, the military government tightened its grip. In 1941, the Peace Preservation 
Law was amended, restricting freedom of religion. While many Buddhist (including the 
Nichiren Buddhist clergy) and Christian organizations followed the government’s 
directives, Makiguch appealed for freedom of religion and made speeches throughout the 
country to raise awareness about the issue. During this time, Makiguchi’s activities were 
closely monitored by Japan’s secret thought police (Gebert & Joffee, 2007).  
 Meanwhile, Japan plunged further into war orchestrating the Pacific war with the 
United States.  Makiguchi, along with Toda were arrested and imprisoned in 1943 on 
charges of violating the Peace Preservation Law and for blaspheming the imperial family 
and Shintoism. He died in prison of malnutrition in 1944 at the age of 73. Japan 
surrendered to the United States in nine months, and with it, came the end of WWII. 
After the war, Toda was released from prison. He went on to rebuild the organization that 
his mentor, Makiguchi had created, this time naming it the Soka Gakkai (“Value-Creation 
Society” in Japanese), which was officially open to everyone, not just educators. At the 
time of Toda’s passing in 1958, the lay Buddhist organization had over 750,000 
members. Toda’s successor, Daisaku Ikeda, went on to expand the Soka Gakkai making 
it an international organization (Soka Gakkai International – SGI) of over 12 million 
members in over 192 countries and territories (Gebert & Joffee, 2007).  
 Ikeda also went onto realize Makiguchi’s vision by establishing a Soka school 
system from Kindergarten to University. He went on to open Soka Junior High School 
and Soka High School in 1968 followed by Soka University of Japan in 1971. Currently, 
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there are 12 additional Soka schools, five Soka kindergartens in Japan, Hong Kong, 
Singapore, Malaysia, and Brazil; three Soka elementary schools in Japan, and in Brazil; 
an additional Soka junior high school and high school in Japan; a women’s junior college 
in Japan; and finally, Soka University of America in California in 2001 (Gebert & Joffee, 
2007).  
 Although Makiguchi was not able to finalize Soka education during his time, his 
legacy and his ideas have been furthered in a contemporary context by Ikeda. What we 
know as Soka education today is a conglomeration of Makiguchi’s and Ikeda’s ideas for 
value-creating education that was born from ashes of war with a deep-seated desire to 
build a peaceful world, one student at a time (Goulah & Ito, 2012). 
 Most education systems have a philosophical orientation that guides its practice. 
In the next component, I explored the heart of Soka education practice. 
Philosophy 
Just as Christianity cannot be separated from Paulo Freire’s work, Buddhist 
influence cannot be separated from Soka education (Goulah & Ito, 2012). Both 
Makiguchi and Ikeda asserted that human institutions such as education have to be 
constructed from the ground up via inner transformation than through structural changes 
alone. Ikeda and Makiguchi believed that genuine religious commitment and the true 
spirit of education are manifestations of the same ideal - that of complete liberation of the 
human being. Buddhist practice entails transforming the individual – the same applies to 
the educational process. They are two sides of the same coin (Ikeda, 2001). Next, I 
provided a brief history of Nichiren Buddhism to demonstrate its influence on Soka 
education. 
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Nichiren Buddhism 
Buddhism started as a philosophy to address human suffering. It originated in 
India in the teachings of Shakyamuni some 2,500 years ago and it is the principles of 
Shakyamuni’s Lotus Sutra specifically that underlie the teachings of Nichiren Buddhism. 
Nichiren Buddhism was founded in Japan by a 13th century monk by the name of 
Nichiren based on the Mahayana tradition. The Mahayana tradition emerged as a reaction 
against what was perceived as a tendency towards self-renouncing detachment and 
escapism (in order to attain enlightenment) in the strict and narrow ways of the monastic 
Hinayana or Theravadha tradition. In the Mahayana tradition, the Boddhisatva way of 
pursuing enlightenment by alleviating the sufferings of others is practiced. The Lotus 
Sutra teaches that every single person has infinite potential and that through sincere 
practice, each person can bring forth that potential allowing their abundant creativity to 
blossom and empowering them to contribute to the enrichment of society. Nichiren 
established the practice of chanting Nam-Myoho-Renge-Kyo as a practical means for 
people to bring forth their highest potential (Miller, 2002). With this background on 
Nichiren Buddhism, I explored the heart of Soka education next. 
Soka Education Philosophy 
Value-creation is the central to the educational philosophy of Makiguchi and Soka 
education. The terms, value and value creation may lead to confusion, especially with the 
notion of value based on a Western moral perspective. Value, here, indicates that which 
is important to people, those things and conditions that enhance the experience of living. 
Value also points to the positive aspects of reality that are brought forth and generated 
when we creatively engage with challenges of daily life. Value is not something that 
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exists outside a person, as something to be unearthed, nor is it a pre-existing set of criteria 
against which behavior and actions are judged. One can create value at any given 
moment through responses to the environment. Depending on one’s perspective, the 
value created from any given circumstance can be positive or negative, and mediocre or 
great (Bethel, 1989; Ikeda, 2001). 
Makiguchi believed that human life is a process of creating value and education 
should guide us toward that end. By value, Makiguchi referred to the expression of the 
emotional relationship between the self and object. Value, here, is relative in context. 
Placing value at the center of education, Makiguchi differed from the Kantian model of 
value popular at the time, based on truth, goodness, and beauty. Makiguchi asserted that 
although truth cannot be created (an objective constant recognition of things as they), one 
can and should create value. In contrast to truth, value implies one’s experience in 
relation to something else. Based on Makiguchi’s model, the student as the social and 
creative human being is the reason for teaching and learning. The responsibility of 
educators is to guide students in the development of character; in other words, towards 
the creation of value as they explore and subjectively decide where their values lie 
(Bethel, 1989; Ikeda, 2001).  
Makiguchi explained that there are three characteristics of value (Ikeda, 2001): 
1) Beauty - an emotional and temporary value derived from the five senses 
2) Benefit - an individual gain, which is not exclusive to monetary profit, but is related to 
the whole of one’s life 
3) Good - the personal conduct of an individual that intentionally contributes to the 
formation and development of a unified society 
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Makiguchi admitted that while there are many values, he insisted that values for 
education embrace the broadest view possible to promote the greater good for all. For 
Makiguchi, values are fluid; there must be room for constant re-evaluation as opposed to 
creating rigid doctrine. Makiguchi’s theory of value is not a prescriptive model; it is not 
values education or moral education. Value-creation corresponds with, but transcends 
constructivist notions of meaning making; it is the capacity to enhance one’s condition 
and contribute to the well being of others under any circumstance (Goulah, 2009; Ikeda, 
2001).  
One of Makiguchi’s revolutionary ideas was that the purpose of education is the 
happiness of the child – not the future happiness in the form of career fulfillment or 
monetary success, but happiness in the present moment. Makiguchi saw a problem with 
approaching education through the lens of near-sighted utilitarianism that emphasizes 
only what might be useful after the children are grown, neglecting entirely what children 
find relevant, interesting, or even comprehensible during their formative years.  
He emphasized that happiness does not mean hedonistic pleasure, but the creation of 
value through the individual’s dedication to the fulfillment of his/her community. 
Makiguchi acutely understood the importance of interconnection and that individual 
happiness occurs only within the context of community and contributive social living.  
Furthermore, he believed that the aim and goal of education should align with aims and 
goals of life and happiness (Bethel, 1989). The happiness referred to here, is also an 
internal and enlightened happiness. According to Buddhism, true happiness is not the 
absence of suffering, but lies in developing a self that stands dignified and indomitable in 
spite of life’s challenges and difficulties (Woollard, 2007).  
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The notion that education exists for the wellbeing of children was a radical idea in 
Japanese society at the time, which was oppressed under fascist militarism. Individuals 
were forced to place precedence upon national prestige rather than their own happiness, 
and children were taught at school to serve that purpose. It was against this backdrop that 
Makiguchi advocated that the happiness of children be the central priority of education 
(Bethel, 1973).  
Makiguchi's student-centered educational philosophy inevitably called for a 
transformed role for teachers. He believed that teachers should step down from their 
positions of authority to become public servants who offer guidance to those who seek to 
learn. Makiguchi further stated that they should not be masters who offer themselves as 
paragons, but as partners in the discovery of new knowledge. He expected teachers to be 
servants dedicated to their students, and not exercise authority over them as they 
conventionally did (Ikeda, 2001).  
Long before constructivist learning became common in teacher practice, 
Makiguchi insisted on building upon the knowledge that students already had. He 
espoused authentic experiential learning that held meaning and purpose for the students’ 
experiences in life. Makiguchi promoted the idea of work-study education that consisted 
of spending half of the day learning in the classroom and half of the day working in the 
community. He saw no separation in classroom and out-of-classroom learning; he 
believed both should be valued equally (Bethel, 1989).  
In addition to Makiguchi’s value-creation philosophy, Ikeda (2001) incorporated 
the concept of human education to Soka education. The key element in Soka education is 
the quality of the relationship between teacher and student - the teacher's sense of care for 
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the student, and his/her efforts to appreciate and develop the unique character and 
potential of each learner. Ikeda (2001) characterized this stance as “Ningen Kyoiku,” a 
phrase that can be translated as humanistic, humane, people-centered education, or more 
closely, human education. According to Ikeda, people are shaped by people. There is no 
genuine education without earnest life-to-life interaction and inspiration. The teacher’s 
depth of character is crucial in this equation. Ikeda believed that the level of culture that 
teachers have attained in the depths of their lives through their own personal effort is 
conveyed from one human being to another - from teacher to student. In a similar vein, 
Ikeda stressed the importance of trust between teacher and student. Trust cannot be 
exacted from another person; it must be demonstrated first by oneself toward the other. 
Ikeda insisted that whether or not teachers could establish relationships of trust in the 
classroom will depend on whether they can truly believe in their students. He further 
added, that to believe is a virtue, and such virtue is the strongest link between one person 
and another. A large-hearted person who loves and believes in students will, without fail, 
warmly embrace any child.  
Based on my review, it was clear that Soka education philosophy is rooted in 
Makiguchi’s value-creation philosophy and Ikeda’s human education concept based on 
Buddhist humanism derived from Nichiren Buddhism. In the next component, I explored 
Soka education in practice to inform my study of U.S. K-3 Soka teachers. 
Soka Education in Practice 
The core practice of Soka education can be found in the 18 schools of the 
international Soka school system. Soka education is more of a stance or disposition than a 
specific curriculum or practice. Since Makiguchi never completed his intended volumes 
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on method, this aspect is still emergent (Goulah & Ito, 2012). At present, Soka education 
applies a secular approach with some aspects of curriculum, pedagogy, and professional 
development. In founding the Soka school network, Ikeda provided only broad guidelines 
about the core principles and goals of each school and emphasized that capturing 
Makiguchi’s spirit was more important than following the specificity of his proposals. 
The staff was given freedom to plan their schools based on their discretion (Gebert & 
Joffee, 2007). 
 In the next few paragraphs, I briefly reviewed some anecdotes of Soka education 
practice in Japan based on a few Western observers. Metraux (1994) pointed out that 
perhaps as a result of public pressure to conform to Japanese social expectations, the 
academic and departmental structure of Soka University of Japan for example, is quite 
similar to that of other Japanese universities. In Japan, even private K-12 schools are 
highly regulated by the Ministry of Education. The degree of supervision limits the 
abilities of educators to make substantive changes to the educational program. Instead, 
Soka schools have sought to demonstrate their uniqueness in other ways.  
 Among the first Western observers to study Soka schools, Carl Gross (1970) of 
Michigan State University, reported a definite relationship between the philosophy of 
Soka education and its practices. Many Japanese urban schools at the time were dull-
looking, while Soka schools had beautiful artistic landscaping and impressive buildings 
and facilities. Also, the teacher-student ratio of 20 to one was much smaller than the 
national average of 40 to one. Gross mentioned that although Soka schools are inspired 
by Nichiren Buddhism practiced by the Soka Gakkai, Soka schools have a completely 
secular curriculum. He also indicated that the administrators of Soka junior and Soka 
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high schools were concerned with equity of educational opportunity. Furthermore, he 
praised the student admissions process, which incorporated student interviewing and 
selection based on character, creativity, and initiative rather than test scores that were the 
sole criteria for other schools in Japan.  
 Lastly, Seager (2006) noted the principles of Kansai Soka schools as formulated 
by Ikeda: 1) uphold the dignity of life; 2) respect individuality; 3) build bonds of lasting 
friendship; 4) oppose violence; and 5) lead a life based on both knowledge and wisdom. 
Seager also noted the Buddhist influence in aspects of schools in their opposition to 
militarism, campaigns against bullying, a culture of generosity and harmony. He further 
shared an encounter that personalized the education philosophy of the school for him: 
The idealistic streak in Soka education catches me off guard when, over a lunch 
of noodles, fresh vegetables, and miso soup, a boy about ten, asks me in 
amazingly good English, “Professor, what is your dream?” (p. 109) 
 
 Miller (2002) analyzed the evolution of Soka education theory as distinguished 
from the practice. He emphasized that the implementation of Soka education extends far 
beyond the network of Soka schools. Among the membership of the Soka Gakkai 
International are many thousands of educators throughout the world who are attempting 
to apply the principles of Soka education within their own cultural contexts. More than 
20,000 field reports have been collected in Japan from educators working in PK-12 
schools (both public and private), universities, and independent settings such as 
afterschool centers or tutoring (Gebert & Joffee, 2007). While the educators candidly 
referenced their Buddhist practice, the frameworks of their approaches are secular in 
nature and replicable by teachers from any background. Several common themes 
emerged from the reports that indicate important aspects of the nature of Soka education: 
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• A commitment to the happiness of each child is reflected often through phrases 
such as “opening the heart of a problem child,” “reaching out to the child,” 
“learning to empathize and connect with children,” and “never giving up on 
children and continue to believe in the student to the very end.” 
• A belief in the effectiveness of dialogue is clear and includes an emphasis on one-
on-one conversations, visiting children at home, reaching out to families, using 
creative forms of communication such as writing comments in student journals, 
personalized letters to students, and classroom newsletters. 
• An acceptance of full responsibility as educators to solve classroom problems is 
viewed as a key component of the teacher’s role. Ikeda’s assertion that the teacher 
is the decisive force in the educational environment is frequently cited. 
• There is recognition that personal development is crucial to the teaching process. 
In almost all reports, teachers described inner conflicts, efforts to challenge the 
urge to escape, and learning to appreciate problematic children as spurs to their 
own professional growth. 
• There are frequent efforts to reach out and involve the wider community in all 
aspects of teaching. 
(Gebert & Joffee, 2007, pp. 79-80). 
From these brief thematic illustrations, it is apparent that Soka educators stress the power 
of the individual teacher to confront educational challenges through his or her courageous 
efforts, creating a pathway for student learning and happiness (Gebert & Joffee, 2007).  
Soka educators are making similar efforts in countries outside Japan as well. In 
1995, Soka educators in Brazil launched a program called Makiguchi Project in Action. 
As of 2005, members of SGI-Brazil served as volunteers in more than 221 partnership 
schools. They organized student interest activities, professional development sessions for 
teachers, and activities for parents. These activities helped break destructive student-
teacher relationships as teachers began observing and fostering positive characteristics, 
creativity, and healthy interactions with their students. Survey responses from 
participating teachers over a course of six years revealed that interventions led to 
considerable gains in learning, creativity, motivation, and quality of interpersonal 
relationships. This model in Brazil has also been replicated in Panama (Gebert & Joffee, 
2007). 
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Several private schools around the world have also been founded at least partially 
on Soka education principles, including the New School of Collaborative Learning in 
China, the Centro de Orientacion Infantil in Panama, the Learning Centers of the 
International University Asia Pacific, and the Soka Ikeda College of Arts and Sciences 
for Women attached to Madras University in India (Joffee & Gebert, 2007). In the United 
States, the Renaissance Charter School in New York, a K-12 school was founded in part 
on Makiguchian pedagogy (Joffee, 2006). The schools motto, “Developing leaders for the 
renaissance of New York,” is a call to foster capable students who will create value in 
their communities. Visitors and parents have often praised the overall sense of happiness 
and engagement among the students and this view is supported by data from the Indiana 
University’s High School Survey of Student Engagement (Gebert & Joffee, 2007). 
Based on my review, it was clear that there is very little research on Soka 
education practice in both Japan and the United States besides written reports and 
anecdotes. Thus, my study was a first step in the right direction to addressing this gap in 
knowledge about Soka education practice. Next, I explored the little research that is 
available on Soka education. 
Soka Education Research 
In this component, I first reviewed institutions affiliated with Soka education 
research and then address the state of Soka education research. Established in 2000, the 
Institute for Soka Education Research at Soka University in Japan collects and preserves 
research documents on Soka education. They also conduct research conferences and 
seminars. Since 2002, the institute has published their annual Journal of Soka Educational 
Research. Most of the journals are yet to be translated into English and focus on 
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philosophical aspects of Soka education. Interestingly, Soka education has garnered a 
growing interest among scholars in China and Taiwan. Nearly 30 university-affiliated 
institutions have been established in China and Taiwan to research Soka education and 
Daisaku Ikeda’s philosophy, including at Beijing University (Inukai, 2012).  
Here in the United States, the Ikeda Center for Peace, Learning, and Dialogue, 
located in Cambridge, Massachusetts serves as a clearinghouse for scholars and educators 
interested in Soka education research. The center has a current database of all the 
published and non-published Anglophone research on Soka education, mainly from the 
United States (Joffee, 2011). Additionally, the efforts made by Soka educators to share 
their practice through websites, conferences, and correspondences are one of its most 
promising aspects. The Soka Education Student Research Project, a student-run research 
project at Soka University of America also collects publications and hosts academic 
conferences as part of a larger effort to assist Soka education research (Gebert & Joffee, 
2007). More recently, in 2014, The Institute for Daisaku Ikeda Studies in Education at 
DePaul University in Chicago became the first university-affiliated institute to research 
on Soka education in the Anglophone world. In the same year, Soka University of 
America also initiated its master’s program in educational leadership and societal change. 
Scholarly research is slowly emerging in several countries from the work of Soka 
educators, but there is a long way to go (Gebert & Joffee, 2007). Based on the current 
literature, Soka education research in the United States may be divided into three phases: 
1) focus on the history, theory, and philosophy of Soka education; 2) focus on 
comparative studies of Soka education with other educational philosophies such as those 
of John Dewey and Maria Montessori; and 3) the emerging focus on application in 
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specific disciplines such as geography and science (Joffee, 2011). For example, in her 
dissertation, Iris Pagan narrated her efforts to apply Makiguchian pedagogy in a middle 
school classroom of a private school in New York. Her findings suggested that a 
Makiguchian approach to learning can enhance socially situated learning while also 
sustaining proficiency in science. Examples such as these test the principles of Soka 
education in various educational settings (Gebert & Joffee, 2007).  
Here in the United States, the works of Monte Joffee and Jason Goulah have 
appeared frequently in the literature in the past few years along with some from Namrata 
Sharma and Gonzalo Obelleiro. Based on my literature review, I only came across two 
philosophical studies on education for global citizenship in the context of Soka education, 
by Nagashima (2007) and by Sharma (2011). I had yet to come across literature on the 
ground-level application of global citizenship based on Soka education by Soka 
practitioners in the United States or elsewhere. My research aimed to address this vacuum 
in order to advance the literature. Based on my literature review and through personal 
communication with researchers affiliated with the Ikeda Center, my study was reported 
to be the first in the United States to involve fieldwork exploring the practice of Soka 
teachers in non-Soka school contexts (D. Hansen, 2013, personal communication). 
Joffee et al. (2009) had advised that there could be problems associated with 
methodology when researching application of Soka educators due to diverse grade levels 
or teaching styles. They suggested overcoming these challenges by initially collecting a 
broad range of anecdotal data, which crosses a range of cultural divides, student ages, and 
pedagogical styles. These studies will provide preliminary data and a platform for future 
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research that will further define Soka education and analyze its effects. My goal was to 
provide this initial platform for further study.  
Summary of the Literature 
My overall literature review provided grounding and background to the concepts 
of global citizenship, education for global citizenship within the U.S. K-12 context, and 
Soka education in relation to my study. My review demonstrated that defining global 
citizenship is complicated and problematic with countless definitions and wrought with 
perils of misinterpretation based on notions of political, economic, and cultural 
hegemony – the concept needs constant reappropriation to be morally oriented. For my 
study, I decided to base my definition on Noddings, McIntosh, and Ikeda’s concepts of 
global citizenship that are oriented in the philosophy of moral cosmopolitanism. My 
review of global education in U.S. schools revealed how schools are lagging behind the 
rest of the world and that the situation is further exacerbated by neoliberal educational 
interests that focus mainly on producing human capital for the global market than 
fostering socially responsible global citizens. Despite this disturbing context, my review 
also informed me of individual examples of good practice in morally-oriented global 
education. From the review of Soka education, it was apparent that it is morally oriented 
towards global citizenship and provides a healthy alternative to the status quo. However, 
the literature showed how very little is known about the practice of Soka educators even 
in Japan and especially in the United States – hence the need for my study. Armed with 
this overall knowledge from the literature, I moved on to explore how U.S K-3 Soka 
educators teach global citizenship.  
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CHAPTER THREE 
METHODOLOGY 
Summary of the Purpose  
 The purpose of my inquiry was to explore how U.S. K-3 teachers practicing Soka 
education are teaching global citizenship to their students. Specifically, I explored the 
conceptual aspects of Soka education that these teachers have adopted and implemented 
in teaching their students about global citizenship and the impact of their practice. My 
study investigated the following central research question along with three sub-questions: 
How do current U.S. K-3 teachers practicing Soka education teach global citizenship to 
their students? 
• What conceptual aspects of Soka education do these U.S. K-3 teachers adopt 
to teach global citizenship to their students? 
• How do these U.S. K-3 teachers implement these Soka education concepts in 
teaching global citizenship to their students? 
• What is the impact of these U.S. K-3 teachers’ Soka education practice on 
their students? 
Research Design 
In order to provide insight into the central question of this study, my research 
design involved a qualitative study of three purposefully selected U.S. K-3 teachers who 
practice Soka education. My research design was based on Creswell’s (2010) guidelines 
for qualitative studies, which recommended collecting multiple forms of data for 
triangulation and data credibility. The multiple data and the data sources in my study 
included primarily transcripts from semi-structured one-on-one interviews and were 
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supported by field notes from direct classroom observations, and some notes from 
classroom documents collected. All this data was converged in the analysis process. My 
qualitative research design also aimed to develop “thick description” closely resembling 
the tradition of ethnography as described by Geertz (1973). Collecting multiple forms of 
data helped in developing this thick description.  
The qualitative research methodology is based on the philosophical orientation 
called phenomenology, which focuses on people’s experience from their perspective. 
Research begins with broad, general questions about the area under investigation. 
Researchers seek a holistic picture, a comprehensive and complete understanding of the 
phenomena they are studying. Researchers are interested in the meanings people attach to 
phenomena in their world and are open to whatever emerges (Roberts, 2010). My study 
met the criteria for qualitative research as it was exploratory in nature in its attempt to 
explore how Soka educators in my study were teaching global citizenship to their 
students. 
Participants and Research Site 
Selection of my participants was based on the sampling technique of maximal 
variation in purposeful sampling (Creswell, 2010). Based on this technique, I planned on 
selecting a diverse group of teachers representing different geographical regions, types of 
schools, and grade levels to provide multiple perspectives. A narrower base of a 
homogeneous group of teachers was ideal (for example, same grade level) for purposes of 
controlling variables to enhance common themes, but the reality is that the number of 
teachers practicing Soka education in the United States is very small for this luxury. 
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Ultimately, diversity was to be expected and it was interesting to see how the diversity 
influenced Soka education practice.  
While my initial selection involved the possibility of participants coming from 
aforementioned diverse backgrounds, my final selection was based on a stricter policy. I 
based my final selection on the following criteria: 1) the teachers for my study had at 
least three years of teaching experience and were currently teaching; 2) the teachers were 
self-described Soka education practitioners (they studied about Soka education 
philosophy and reported that they incorporate Soka education philosophy in their 
teaching practice); and 3) the teachers did not have to practice Buddhism.  
To recruit participants for my study, I approached contacts at the Ikeda Center for 
Peace, Learning, and Dialogue, Soka University of America, and my own leads for 
referrals. The Ikeda Center referred me to a Soka education researcher and founding 
Principal of the Renaissance Charter School in New York City, which was based on the 
principles of Soka education – Monte Joffee. He provided me with contact information 
for four potential K-12 teachers in the New York City area. Upon calling them, I only 
received few responses. I found out that while they were all practitioners of Nichiren 
Buddhism and had years of experience teaching, they did not seem to have background in 
Soka education philosophy as I had hoped.  
Next, I started calling my own personal leads, two teachers based in the Los 
Angeles area. They had many years of teaching experience, were practitioners of 
Nichiren Buddhism, and reported that they incorporated Soka education philosophy in 
their classrooms. However, they could not commit to the duration of my study.  
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Finally, I approached Soka University of America (SUA) to get referrals of 
alumni who are K-12 teachers. The provost of SUA, Dr. Takahashi, and an active 
alumna, Elaine Sandoval (who used to coordinate the student-run annual Soka Education 
Research Conference at SUA), were especially helpful in my search. They provided 10 
potential contacts for my study. The majority of the participants were receptive, 
enthusiastic, and immediately responded to my emails and calls. These contacts came 
from diverse K-12 backgrounds in terms of grade levels, school type, and geographical 
locations throughout the country, including Los Angeles; San Francisco; New York City; 
Atlanta; El Paso; Durham, North Carolina; Denver; and Laguna Beach, California. 
After the initial screening process talking to participants, I decided on three 
participants who all happened to be Soka University of America graduates and K-3 
teachers. Though this was not an initial criterion in my selection of participants, it did 
make sense to consider this as a fourth criterion because Soka University graduates are 
raised in an environment based on Soka education philosophy. The K-3 grade level 
helped in narrowing the grade levels for this study, thereby providing a greater chance for 
more generalization of findings. My final three participants in my study were Alex 
Fisher, Corina Kuhn, and Miki Suzuki. More details on my participants are provided in 
Chapter Four. Please note that I have used pseudonyms in place of their actual names and 
names of their schools where they teach. Based on request for privacy, I also refer to the 
location of the schools in terms of geographic location instead of the name of the city.  
The recruitment process took place over the month of September 2013. All 
potential participants who expressed interest in the study received via e-mail, a copy of 
the participants’ informed consent form (see Appendix A). This form detailed the 
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procedures that will occur if the participant agreed to participate in my study. 
Specifically, it indicated that participation involved fieldwork, which included face-to-
face interviews, classroom observations, and sharing of relevant classroom documents. 
Participants who were unable to engage in this process received no further 
communication from me. Those participants that continued to express strong interest in 
my study were asked to sign the participant informed consent form.  
Ethical Considerations 
 A variety of ethical considerations were addressed in the data collection and 
analysis process, including the receipt of permission from the University of San 
Francisco’s Institutional Review Board for the Protection of Human Subjects (IRBPHS) 
(see Appendix B). I complied with all the protocols that the IRBPHS required, including 
obtaining written and informed consent from the participants. I clearly articulated to the 
participants the time commitment that involvement in my study will entail. I also clearly 
stated that his or her participation was strictly voluntary and that he/she may withdraw 
from the study at any time without any repercussion. 
Additionally, I fully disclosed to my participants about the risks and benefits 
associated with their participation. The chief benefits included the satisfaction that they 
contributed to advancing Soka education research and the opportunity to reflect deeply 
and critically about their practice of Soka education. My participants did not receive any 
financial or material compensation for their efforts, nor were they reimbursed for any 
expense they may have incurred as a result of their participation. Potential risks to my 
participants were minimal if any. There was no involvement required from the students of 
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the participants for my study other than being themselves in class.  All sources of data in 
my study were only accessible to me. 
 I maintained the confidentiality of the identities of my participants, the students 
they taught, and the identity of the schools where they taught. In all written documents 
related to my study, both my participants and their respective schools were referred to by 
pseudonyms. The specific location of the school was not referenced, just the geographical 
region within the U.S. where it is located. If necessary, I also planned on obtaining 
consent from the employers of the teachers.  
 Finally, I also explained to my participants that the data from this study will not 
only be used for my doctoral dissertation, but also may be published in the future. All 
participants received the results at the conclusion of my study.  
Data Collection Process 
To address my study’s central research question, my data collection involved four 
days of fieldwork at the school of each participant, involving classroom observations of 
the teacher’s practice, one interview with the teacher (primary data source), and 
collecting any relevant classroom documents. The duration for the overall data collection 
was spread across six weeks.  
Fieldwork 
Once my participants were identified based on the aforementioned selection 
criteria and consent, I scheduled visits with each of them to conduct my fieldwork. I 
conducted one-on-one interviews first during my fieldwork, which I describe next. 
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Interviews 
Ikeda stressed the importance of dialogue in understanding one another. His aim 
for dialogue is to illuminate the humanistic spirit within each person, while being aware 
that we experience common sufferings, to bring out the best in oneself and the other 
(Urbain, 2010). To reflect Ikeda’s dialogic approach, my one-on-one interviews with my 
participants were semi-structured. The interview was neither a standardized questionnaire 
nor a completely open nondirective conversation. I focused the interviews on particular 
themes that were related to the central research question of my study using open-ended 
questions to generate dialogue. Within these themes, my participants were allowed the 
freedom to express their thoughts, emotions, and questions (Creswell, 2010).  
A week prior to the interview, I sent my participants an e-mail, which addressed 
three items. First, the e-mail included the guiding questions of my interview. This 
enabled my participants to give thoughtful consideration to the questions prior to the 
interview. Secondly, the e-mail also reminded participants about the participant’s 
informed consent form with a reminder to the participants to read it and e-mail me with 
any questions or concerns, and to bring a signed copy of it to the interview. Finally, my e-
mail included an electronic file with Ikeda’s conceptual framework for global citizenship. 
I also brought a hard copy of the full text of Ikeda’s conceptual framework to the 
interview so that my participants and I could refer to it easily, if needed.  
The interviews were digitally recorded and later transcribed. The interviews took 
place in locations designated by my participants. After the interview, I took notes 
regarding any topics or questions, which I believed might merit further attention. 
Immediately following my first interview, I recorded my observations regarding my 
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participants’ body language, attitude, emotional state, and other circumstances, which 
were not be evident in the audio recording. These observations helped to inform my 
analysis of the transcript.  
The one-on-one interview lasted approximately 120-180 minutes. I was guided by 
my interview protocol (see Appendix C). Based on my protocol, I started by collecting 
the signed informed consent form from my participant. I reminded my participant that 
neither his or her actual name, his or her students’ names, nor the actual name of his or 
her school will appear in any written documentation related to my study. I then asked my 
participant to share basic demographic information about her/himself, including his or her 
educational background, the number of years s/he has been teaching. After these 
preliminary details were addressed, the interview was guided by the following open-
ended questions that are correlated to my central research question: 
1. Tell me about yourself, your professional background, and your relationship 
with Soka education.  
2. Tell me about your class. Describe your students and your relationship with 
them. What are your general learning goals for your students?  
3. What is your overall teaching philosophy? 
4. How do you define Soka education? 
5. What are some conceptual aspects of Soka education that you believe in and 
practice? 
6. How do you translate the philosophy of global citizenship based on Soka 
education into practice? What methods do you employ? 
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7. Give me some examples of your application in your class/school. Can you 
share any supporting documents (syllabi, lesson plans, and agendas)? 
8. What are some successes and challenges you have encountered in the process? 
9. What are some outcomes/impacts of your application on your students? How 
do you assess the impact? In what other areas do you see impact? 
10. Do you feel free to share Soka education philosophy with fellow teachers, 
administrators, and parents? How do they respond? 
11. Besides Soka education, what other educational philosophies and philosophers 
influence your teaching practice? 
The questions were open-ended to elicit detailed unrestrained responses from the 
participants. I used two pre-tested audio-recording devices in the event of equipment 
malfunction. Additionally, I did not take any notes during the interviews in order to 
remain engaged with my participants. I made a concerted effort to develop a respectful 
researcher orientation towards my participants by: 1) being a good listener and allowing 
the participants to talk more; 2) being aware of my own biases; 3) being personable; and 
4) being flexible and sensitive to the needs of my participants. Some interviewing 
techniques that I adopted included: 1) using points of reference in inquiry; 2) using 
probes to gain clarification or elaboration of participant comments; and 3) staying on 
topic and staying on allotted time (Creswell, 2010). At the end of each interview, I 
thanked each participant for his/her time.  
Following the one-on-one interview, I transcribed the audio recording of the 
interview and developed a transcript. While transcribing, I recorded my impressions and 
reactions to the data.  
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Observations 
After conducting my interview, my fieldwork consisted of classroom 
observations. Specifically, I gathered field notes by conducting direct observations in the 
role of a nonparticipant observer (Creswell, 2010). I kept a notebook specifically for field 
notes. My observations were limited to the classroom since there are no whole schools in 
the United States that are based on Soka education. The focus of my observations was the 
teaching practices of my participants in their respective classrooms.  
Upon invitation by my participant, I gathered open-ended first-hand information 
by observing my participant in the class. I took a broad-to-narrow approach in my 
observations noting the general landscape, the people, and the activities, which served as 
descriptive field notes. Specifically, I made note of the following practices of my 
participants based on themes from Soka education literature: 1) the language used and the 
nature of interpersonal communication with their students; 2) demonstration of care for 
their students; 3) connection of class lesson on students’ lives and the world; and 4) 
incorporation of global citizenship themes in class lessons. Although the primary focus of 
my observations was the teacher, I also made note of how students responded in class. In 
addition, I also included reflective field notes to incorporate personal reflections during 
my observations and quotes from conversations I heard. These field notes were reviewed 
and elaborated (for thick description) and typed after my fieldwork. I also took 
photographs of the classroom and its artifacts to visually remind myself of what I 
observed and to provide more detail for my field notes.  
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Documents 
 With the help of my participants and their permission, I obtained a few documents 
that they thought might address my research questions during my fieldwork. These 
potential documents that reflect Soka education and global citizenship included 
classroom handouts. I derived notes from these documents and these notes served as my 
data (Creswell, 2010). I also obtained documents and information from the websites of 
the teachers’ schools. 
Data Analysis Process 
My data analysis process was inductive and adopted a simultaneous and iterative 
process of analyzing while also collecting data, based on Creswell (2010). The data for 
analysis included primarily transcripts from the one-on-one interviews, and to a lesser 
extent, field notes from my classroom observations, and notes from the classroom 
documents I collected. I conducted analyses of the data using both description and 
thematic development of text based on Ikeda’s (2001) conceptual framework. I then 
identified common and different themes among all of the participants, as per Creswell 
(2010).  
The transcripts, field notes, and document notes for each participant was 
separately coded based on a preliminary exploratory analysis to get a general sense of the 
data. In my coding process, relevant text was located in each transcript, field note, and 
document note and was organized into sections based on the central research question of 
my study. Non-relevant text was disregarded. The selected text was then divided into text 
segments. These text segments were assigned with code labels based on my 
interpretations of the text segments. These assigned coded labels were collapsed into 
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potential coded labels by making sure that these codes were not redundant or 
overlapping. These codes from each of the data sources were then grouped together to 
form broad multi-layered themes.  
These themes were then analyzed based on Ikeda’s (2001) conceptual framework 
for global citizenship. In particular, I identified themes in the data that corresponded to 
Ikeda’s concepts of wisdom, courage, and compassion.  
Validity and Reliability 
 The criteria for validity and reliability have unique meanings for qualitative 
research. Creswell (2010) considered validity in qualitative research as an attempt to 
assess accuracy of the findings as best described by the researcher and the participants. 
Validity is a distinct strength of qualitative research in that the account made through 
extensive time spent in the field, the thick description, and the closeness of the researcher 
to the participants in the study add to the value or accuracy of a study. Moreover, the 
term, “trustworthiness” of data is often used in qualitative research in place of validity. 
 In my study, the trustworthiness of my qualitative data was specifically 
maintained through time spent doing fieldwork, data triangulation (multiple sources of 
data), and connecting the data with the conceptual framework for my study.  
Limitations 
 As with any qualitative study, a limitation of this study was the small sample size 
for my study due to time constraints associated with qualitative studies. The practices of 
three teachers did not provide enough data for broad generalizations for U.S. K-3 
teachers who practice Soka education and how they teach global citizenship. However, 
my in-depth exploration provided rich descriptions of their individual teaching practice. 
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Since there are only a handful of U.S. K-3 teachers that practice Soka education, my 
sample included U.S. K-3 teachers from diverse backgrounds and contexts, which 
reduced the chances for generalization based on a homogeneous context (same grade 
level, for example). Additionally, there was limited time to conduct in-depth fieldwork 
observations and follow-up. 
 In addition, participants had their own unique teaching styles in addition to 
practicing Soka education. This aspect also influenced generalizability. Since the 
participants do not practice Soka education within a Soka-school-based system in the 
United States, their practice of Soka education was also influenced by conditions in their 
unique work environment. Soka education is still in its infancy as a pedagogical system. 
Hence, there was no formal system or rubric to measure or evaluate how individual 
teachers in the United States practice Soka education. Therefore, the practice of Soka 
education was open to the interpretation of the individual teachers. Finally, in my 
qualitative study, there was also the potential for researcher bias to occur based on my 
personal experiences and prejudices, which I addressed in the subsequent section. 
Background of the Researcher 
 In qualitative research, the researcher is considered to be the primary research 
instrument (Creswell, 2010). I brought a unique perspective, including personal biases 
and professional experiences to the data collection and analyzing process. Since I was the 
lens through which interpretations of the data was shared, I believe it is important for 
you, the reader, to be familiar with my personal and professional background. 
 I have had a longtime interest in education for global citizenship as a result of 
being shaped by my biographical roots. Firstly, my transnational identity as a result of 
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growing up in two different cultures (Sri Lankan and Japanese) and now living in another 
country (United States) as an adult has led to a unique worldview oriented towards global 
citizenship over national citizenship. Secondly, I have always had an altruistic interest in 
bridging the farcical divide (in my opinion) between Eastern and Western cultures and 
the gap between the global North and South worldviews. Thirdly, my belief and practice 
of Buddhist humanism, which promotes cosmopolitanism, interconnectedness, peace, 
culture, and education have had a profound influence on my views regarding the 
cultivation of a global consciousness towards a peaceful global civilization. Fourthly, my 
career in higher education focusing on leadership development has strengthened my 
belief in the power of education to develop capable global citizens. Finally, my belief and 
faith in education for global citizenship was forged during my youth through real-life 
experiences of violent ethnic conflict, Third World poverty, ethnocentrism, and 
nationalism while growing up in Sri Lanka. Since ethnocentrism and nationalism were 
blatantly inculcated within the Sri Lankan education system, I came to realize how 
education could be manipulated based on political and economic interests. Furthermore, I 
also experience this tendency even within the U.S. education system as well and while 
encountering people lacking in awareness of the global other, which reminds me of the 
difficult task ahead for educators who address global citizenship.  
Since I had no prior experience in the U.S. K-12 system, in preparation for my 
fieldwork, I observed a third-grade teacher’s public school classroom in San Francisco; 
and three seventh-grade public school classrooms in math, science, and history in 
Albany, California. These observations took place over the course of three full days in 
May, 2013.  
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CHAPTER FOUR 
RESULTS 
Introduction 
 This chapter starts with background on the three teachers (Alex Fisher, Corina 
Kuhn, and Miki Suzuki) in my study and descriptions of their schools, their classrooms, 
and their students. It is then followed by a presentation of my findings based on the three 
research questions of my study. The findings are based primarily on data obtained from 
the one-on-one interview transcripts (quotes) and to a lesser extent, on classroom 
observations (field notes), and documents (notes). From the data analysis, key 
overlapping themes were unearthed which correspond to the research questions. The 
chapter closes with a summary of the findings. Coming up, I describe my participants. 
Profile of Participants 
Alex Fisher 
 Alex Fisher is a third-grade public school teacher at Dionne Ferber Elementary 
School in a major city on the West Coast. She is a Caucasian American woman in her 
mid 40s. A graduate of UCLA, she encountered Buddhism while she was in high school 
and has been practicing Nichiren Buddhism since the mid 1980s. After college, she 
worked in Europe for a few years as an au pair and returned to the U.S to get her teaching 
credential. Alex always wanted to be teacher. She was influenced to become a teacher 
after reading Makiguchi’s and Ikeda’s writings on education while in college. The caring 
actions of her third-grade teacher when she was struggling as a child also inspired her to 
follow in her teacher’s footsteps.  
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It was during this time when she signed up for a credential program that Soka 
University Graduate Program at Calabasas (SUGP), California was established in 1994, 
the forerunner to Soka University of America (SUA). The graduate program only offered 
a master’s in Teaching English as a Second Language. Alex enrolled as part of the second 
class and graduated in 1996. While a college student, she visited Soka University, Japan 
(SUJ) and was part of SGI’s first U.S. student group. She had the opportunity to 
encounter her spiritual mentor, Daisaku Ikeda, and felt a strong urge to return to SUJ to 
teach English. Upon graduating from SUGP, she was offered a job to teach English for 
four years at SUJ. Many of her students to whom she taught English went on to enroll at 
the newly formed SUA. Alex left Japan in 2001 and started working as an elementary 
school teacher. She taught for five years as a second-grade teacher at a different school. 
Overall, Alex has taught for 17 years and 7 years at Dionne Ferber. Alex reported that in 
addition to Soka education philosophy, she also subscribes to Piaget’s Developmental 
Theory and Kohlberg’s Moral Development Theory. 
School, Classroom, and Students 
 Dionne Ferber Elementary School is a fairly new public school located in a 
residential neighborhood. Architecturally, the school is a large modern-looking building 
that seems to be well-funded, well-equipped, with great facilities compared to many U.S. 
public schools. It was the largest of the three schools in my study. 
 Alex’s classroom space was also the largest of the three classrooms in my study. 
It was well-equipped and had four colorful tables assigned to four student teams that sat 
together. Alex had 22 students from diverse ethnic, national, and socioeconomic 
backgrounds. Majority of the students were second-generation students.  
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Corina Kuhn 
Corina Kuhn is a first-grade private school teacher at Angelica Elementary 
School, located in a small town on the West Coast. A native of Switzerland, Corina is a 
White woman in her late 30s. She went through the Swiss public school system modeled 
off of the famous Swiss educator, Johann Pestalozzi. Corina started practicing Nichiren 
Buddhism in Switzerland while in high school and has been practicing since. She 
attended SUA as part of the first and founding undergraduate class of 2005. Corina 
shared that at SUA, she encountered a few professors who modeled Soka education by 
personally investing in each student’s success – these professors were not SGI members 
practicing Nichiren Buddhism. She also noted with a chuckle, that there were some 
professors who were SGI members who were not great models of Soka education. 
While at SUA, Corina studied abroad in Japan at SUJ. It was here that she 
claimed that she experienced a genuine model of Soka education in the form of her 
Japanese language teacher. According to Corina, he was very strict, but also warm and 
committed to the success of his students. He would often help tutor his students outside 
of class and often invited his students to his house. He was always there for the students 
when they needed him. In her last semester at SUA, Corina did her senior capstone 
project, a comparative study of Makiguchi’s and Pestalozzi’s education philosophies.  
Corina had always wanted to become a teacher. Upon graduating SUA, she 
started working at Angelica School. At Angelica, she was trained on the Angelica model 
by the founder of the school and served as an apprentice. She did not have to get a 
credential to work at Angelica, but she wanted to get some professional development, so 
she obtained her credential at a local university where she studied about brain 
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development and psychology. She has been teaching as a first-grade teacher for the past 
eight years at the Angelica School.  
School, Classroom, and Students 
 Angelica is an elementary school founded by a German educator in the late 1960s. 
It has three campuses, which are located in a residential neighborhood. Corina’s class is 
in the smallest of the three campuses. The campus where Corina taught was more like a 
beautiful mansion than a typical school. It had a very homey and welcoming atmosphere 
with a colorful and beautiful garden with its own greenhouse. The lobby of the school 
was like an indoor garden.  
 The goal of the school is to bring out the talents of each child and allow them to 
realize their highest potential. The school is based on Angelica’s humanistic education 
model based on the whole child and on Howard Gardner’s Multiple Intelligence Model. 
Its core values include love, freedom, and self-discipline. Every aspect of the school, 
from the classrooms, to the playground, the garden, field trips, projects, and the lunch 
program were consciously designed to celebrate the spirit of the child. The teachers 
working at the school were from various countries speaking numerous languages. The 
school also conducted curriculum development meetings every week for teachers to share 
best practices and challenges with students. Being a private school, tuition is expensive 
except for the children of staff. 
 However, Corina’s classroom did not seem to be as well-equipped compared to 
the public schools in my study, given the amount of resources available. Corina had 16 
students from diverse ethnic and national backgrounds, but they were mostly from 
wealthy families. Her class and those of other teachers at Angelica were primarily 
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bilingual and were supplemented by other languages as well. In the case of Corina’s 
class, the students learned both English and German from Corina, and were taught other 
languages such as French, Spanish, and Japanese by other teachers.  
Miki Suzuki 
Miki is a third-grade public school teacher at Madeleine Little Elementary School 
located in a major city on the East Coast. She is a young Japanese woman in her late 20s  
Miki was born in Japan to parents who practiced Nichiren Buddhism, so she practically 
“grew up in the practice” as they say. Her parents moved to the U.S. until she was 11, so 
she attended elementary school in the U.S. The family moved back to Japan where Miki 
was educated within the Soka school system from junior high to high school. While 
academically rigorous, she described her experience at Soka schools as being filled with 
idealism. She was able to be herself and participate in many co-curricular activities, 
including playing the Koto (a traditional Japanese string instrument).  
 Tragically, Miki’s mother passed away when she was only 14. However, she 
described how the supportive environment at her Soka school got her through this 
difficult period. She mentioned about one of her teachers, an English teacher, who 
genuinely cared for her. Miki also disclosed that the founder of the Soka Schools, 
Daisaku Ikeda, had made an indelible mark on her. Ikeda frequently visited the students, 
always providing them with encouragement, speeches, and gifts. Though she never met 
Ikeda face-to-face, she felt his compassion and high hopes for her to contribute to future 
society in spite for the struggles she was going through as an adolescent.  
 Miki graduated Soka High School in 2004 and enrolled at SUA. According to 
Miki, SUA is academically rigorous, challenges students to think globally, and think how 
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they can contribute to society. As all SUA students do, Miki studied abroad. She chose to 
study in China because Ikeda had always encouraged Japanese students to learn about 
China – the mother culture that influenced Japan. She studied Chinese at Beijing 
Educational Institute. Miki shared that Soka students were highly praised by the Chinese 
professors.  
 At SUA, Miki encountered many SUA professors who genuinely cared for the 
students while challenging them academically. While at SUA, Miki volunteered at a local 
school, which eventually influenced her to choose a teaching career. She was also 
inspired by Ikeda who always stressed that education was humanity’s greatest endeavor. 
For her senior capstone project, Miki researched on John Dewey’s educational 
philosophy, which she also subscribes to in her teaching. She then went on to graduate 
SUA as part of the fourth class in 2008. Afterwards, she went on to do her graduate work 
in education at Teacher’s College, Columbia University and started working at Madeleine 
Little School for the past three years. 
School, Classroom, and Students 
 Madeleine Little Elementary School is located in a busy urban neighborhood. It is 
housed in an old factory building with many floors. Architecturally, it was the most non-
child-friendly school of the three in my study. It reminded me of a prison with the heavy 
security, steel bars and railings, and unwelcoming atmosphere. It seemed the epitome of 
the industrial model of education and was the least equipped of the three schools in my 
study in terms of facilities and resources.  
 Miki had 22 students in her class from various ethnic, national, and 
socioeconomic backgrounds. While the school seemed ill-equipped, Miki’s classroom 
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had all the facilities. There were six tables for six teams of students representing the 
continents of the world. Next, I present my findings.  
Findings 
The following section presents data from participant interview transcripts, 
observations, and documents collected during my fieldwork at the three schools. Only 
data that were relevant for answering each of the three research questions posed by my 
study are presented. From each of the research questions, relevant themes emerging from 
the analysis of this data have been highlighted, with each supported by multiple sources 
of data, primarily quotes from interview transcripts. Where appropriate, information that 
contradicted key themes has been presented. Please note that findings often overlap 
within the research questions and within themes. Next, I present the key themes 
corresponding to my research questions, along with the data to support the themes. 
Research Question One 
What conceptual aspects of Soka education do these teachers adopt to teach global 
citizenship to their students? 
 This research question explored key concepts in Soka education that teachers in 
my study believed in and adopted in their teaching practice, especially in teaching global 
citizenship. All three teachers acknowledged that they are not experts in Soka education 
philosophy and are still figuring it out for themselves. They shared that that they did not 
experience any formal training or course on the philosophy nor practice of Soka 
education while at Soka University of America. Their knowledge of Soka education was 
acquired through individual research, discussions among fellow Soka Gakkai 
International (SGI) educators at SGI conferences, experiences at Soka Schools in Japan, 
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and so forth. Three key themes were derived from the data for research question one: 1) 
Makiguchi’s value-creation philosophy; 2) Ikeda’s human education philosophy; and 3) 
Ikeda’s concept of global citizenship. I present each of these themes with supporting data 
from each of the three participants. 
Theme One: Makiguchi’s Value-creation Philosophy 
This theme was derived from data from all three teachers that illustrated an 
alignment with Makiguchi’s value-creation philosophy, which addresses the happiness of 
the child or student. Alex briefly described her Soka education philosophy as follows: 
Soka education is trying to understand each student and see them with the clearest 
eyes. People will talk about each individual child’s happiness, but you also have 
to define happiness. What do you mean by “happy?” When I think of true 
happiness, it’s not for them to get a perfect SAT score.  
 
Corina also supported this notion that it is not about getting good grades, but about 
leading happy lives when she articulated her teaching philosophy: 
It really depends on the child you have in front of you. Meeting their needs and 
every child has different needs…My philosophy is that all of them can learn. All 
of them can succeed. And there’s no child who’s not being able to be the best they 
can be. Every child is an incredible treasure in a way and I honor them. I guess 
my job is to identify what skills they have and then build on them…The goal 
should be that they lead a happy successful life and it’s not about having good 
grades and doing things in a certain way, looking at each child and looking at how 
I can help develop them into their best.  
 
Miki added that happiness does not mean freedom without responsibility, but about 
contributing, a sense of accomplishment, and confidence. She also described Makiguchi’s 
value-creation philosophy in terms of problem solving life. She stated: 
I always go back to the idea of happiness of the child. Not happiness in terms of 
you can do whatever you want. But feeling successful, feeling you’re 
contributing…I think for me, challenging them…the happiness comes from 
feeling accomplishment, feeling confident…I think that’s my teaching 
philosophy…Soka education is value-creation. It’s value creation because in any 
place you go, we’re problem solvers, not just in the classroom…You’re problem 
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solvers when you go home. You have things that you have to deal with outside of 
school and that’s your real chance to exert your skills…it’s about creating value 
where you are and applying that skill and being creative individuals, not like in an 
artistic sense, but creative in the mind, in the heart. 
 
Now, I present theme two, Ikeda’s human education philosophy. 
Theme Two: Ikeda’s human education philosophy 
 The data corroborated this theme because all three teachers subscribed to Ikeda’s 
notion of humanistic or human education based on holistic education dedicated to the 
question, “how to become a human being?” with the goal of developing contributive 
individuals. Alex described her Soka education philosophy as follows: 
It’s at the very essence humanistic. Everybody has the right to flower and blossom 
in their own unique way. It always seems to come back to the whole idea of 
treasures of the heart. In an ideal sense, it’s about how we can become better 
human beings. I’m still trying to figure out what Soka education is…Soka 
education was intended to raise contributive people who will leave something 
positive. When I think of Soka education, I think of the whole child, not just 
numbers, but every act of a child’s life because they’re going to grow up. What 
kind of human beings do we want? 
 
Corina, too supported Alex’s notion of humanistic and holistic education as follows: 
To me, Soka education is humanistic education. It’s a holistic approach to every 
single aspect to them as human beings, not just their intellect…They have to 
develop as a human being…I think the relationship between the teacher and 
student is key, the personal relationship, not just the transfer of knowledge. 
 
Corina’s school is also aligned with this philosophy of humanistic education as 
demonstrated in the school brochure and website. Angelica Schools are described as 
providing a unique educational experience, one that addresses not only the child’s 
intellect, but also their humanity, conscience, and creativity. I present theme three next, 
Ikeda’s concept of global citizenship. 
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Theme Three: Ikeda’s Concept of Global Citizenship 
This theme was corroborated in the data. All three teachers supported Ikeda’s 
notion of global citizenship and education for global citizenship in general, but had 
contrasting perspectives influenced by their own life experiences, professional training, 
and current school curriculum. Ikeda’s concept of global citizenship (beyond knowledge 
of the world, travel experiences, and linguistic ability) based on wisdom, courage, and 
compassion is captured by first-grade private school teacher, Corina’s, following 
statement: 
Global citizenship is the relationship between the immediate surrounding and how 
it transfers to the wider world. It’s not just about knowing the way things are with 
other cultures or learning their languages, but the compassion and understanding 
and the connection that exists between yourself and the environment, and that you 
can make a difference and live a contributive life. That’s the goal as global 
citizens…I definitely believe that Soka education should genuinely foster global 
citizens, people who’re aware of the impact they have on their local community 
and their world and how they can contribute to the world.  
 
Corina’s perspectives on global citizenship are also supported by her school’s  
global orientation and mission as promoted in the school brochures and website. The 
brochure describes the Angelica child being self-motivated with an appreciation for other 
cultures and languages. It also states that children who graduate from this school are 
often leaders who express social responsibility as well as global awareness. Furthermore, 
it describes Angelica children as being creative problem solvers who express empathy 
towards others.  
 In contrast, while both public school teachers, Alex and Miki, supported 
education for global citizenship, they did not think that third-graders were 
developmentally able yet to fully comprehend the concept of global citizenship. 
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However, they instilled Ikeda’s notion of global citizenship by having their students 
relate to it at the local level as a citizen. Alex reported: 
You can be American, but I think it’s about feeling connected with other human 
beings. It’s really developmentally challenging. Between eight and nine is a huge 
shift psychologically and emotionally for kids…Some kids have a hard time 
distinguishing city, state, and country. Even though, they could be in a whole 
other continent, it’s almost like someone across from the street from them is just 
as distant from someone across the planet. It’s not that different. I think you start 
where you are…For kids, being a good citizen is the same thing as being a world 
citizen. There are certain kids who have a hard time with empathy. I think as far 
as being on a global scale, you start with people in front of you. I think the more 
you can cultivate that, the more you can make a connection.  
 
Miki added that: 
Global citizenship is something I feel people in this world today need to be aware. 
Global doesn’t just mean about the world. It means about the environment 
wherever you are…Being in Soka education since Junior High School, that’s one 
thing that I was able to learn. That’s what brought me to the U.S. That’s what 
brought me to a completely new environment to teach kids that have completely 
different backgrounds than I do. It really pushes me to think about the future of 
these students…Global citizenship is so broad. They’re so young…these concepts 
seem way hard. 
 
Coming up, I present Research Question Two and its corresponding themes.  
Research Question Two 
How do these teachers apply Soka education concepts to teach global citizenship? 
 This research question explored how each teacher practiced Soka education 
principles to teach global citizenship. Bulk of the data for my study came about as a 
result of asking this question. Three key themes emerged from the data: 1) application of 
Ikeda’s human education philosophy; 2) application of Ikeda’s concept of global 
citizenship; and 3) application of Buddhist practice. Now, I present theme four.  
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Theme Four: Application of Ikeda’s human education philosophy 
This theme was supported by data that illustrate the application of Ikeda’s human 
education principles by the three teachers. In general, the data addressed teacher action 
and the teacher-student relationship. Due to the plethora and wide variety of data 
obtained, I subdivide the theme one into four subthemes, which are presented below and 
each supported by the data: 1) care, 2) trust, 3) dialogue, and 4) character development. 
Next, I present the data on the subtheme of care. 
care.  
In my classroom observations, all three teachers demonstrated genuine love and 
care for their students and exhibited them in different ways. Alex shared her care for her 
students as follows: 
The reason I do what I do is because I think I have a connection with children. I 
feel like I’m able to connect with them on a level not a lot of adults are capable 
of. I’m able to relate to them as human beings. I see a lot of people who are super 
patronizing, this idea, “they are just kids.” I feel like so many children don’t have 
a voice…Last year, I had a girl who was selectively mute. I did so much to make 
her feel included. I’m going to accept her even if she doesn’t talk to me. It’s kind 
of like unconditional love. It’s like embracing someone for who they are and not 
what you want them to be. That’s not easy. It’s not having higher expectations, 
but realizing that sometimes your expectations need to change.  
 
During my fieldwork, Alex once brought Jack (her Italian hound trained therapy dog) 
who she claimed does all the socio-emotional stuff, especially with some students who 
have socio-emotional needs. With Jack present, the students were totally at ease during 
her reading. I also observed that Alex paid special attention to her special needs students 
and often tried to include them. Corina reported demonstrating care based on compassion 
and courage, which sometimes required tough love as follows: 
I try to give them all whatever I can give as a person, as a human being, which 
they can use as a tool. But you also have to be strict to do well, but hopefully in a 
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way that they receive well because I want them to do well…Teaching takes 
compassion. And sometimes it doesn’t look like compassion –the teacher being 
strict. But I think that’s ultimately being compassionate towards the student. For 
me, some students, tough love works, with other students, it doesn’t…you have to 
find out how they respond…Compassion depends on whose in front of you…I 
also honestly think it takes courage to teach. And also say what needs to be said. 
Compassion takes courage. It also takes courage to stand up for children, in terms 
of telling parents their kids need help. 
 
In my fieldwork, I often saw Corina consoling students who were crying. She was also 
patiently working with a difficult student who was often bothering other students, 
reminding him of respecting others. Corina disclosed that he was being neglected at 
home. Alternatively, Miki’s care for her students was evident in her detailed and catchy 
hand-made classroom posters. She creatively designed almost all of the posters in her 
class. She used her talent for Japanese children’s animation to make the posters kid-
friendly. I could see that a lot of care went into this effort. Now, I present my findings for 
the subtheme of trust. 
trust. 
All three teachers declared that they trusted their students and believed in them, 
but utilized different means to develop trust. Alex practiced honest praising to gain trust, 
focusing on positive aspects of each student, and having high hopes for them. She 
reported:  
They have their unique experiences, but I try to look at each of them as unique 
individuals and try to nurture their talents and strengths…I really try to give them 
praise and try to acknowledge the things that they’re doing and give them 
attention when they’re doing the right thing. I try hard not to give a compliment 
that I don’t really believe in. I feel part of it is that level of trust. There’s a sacred 
bond…I realize this idea of digging for gold and finding their good qualities. 
When I try to focus on the good things they are doing, I see more of the good 
things. It’s like a self-fulfilling prophecy…I try to help the students find their 
potential, give them skills to dig it out themselves, so they don’t depend on others. 
I talk about in the future, you guys are going to be the leaders in the world. 
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My classroom observations also supported this data because I noticed Alex praising her 
students frequently. Miki, too practiced praising her students to achieve trust. She shared:  
I think keeping expectations high and also naming it when they’re able to do so. I 
think kids in the U.S., you kind of need to name some things when they’re doing 
something and notice that they’re doing it (unlike in Japan). Saying, “Wow, you 
guys are doing it soon after I mention it.” I think building trust comes from being 
able to tell them when they do something…I think trust comes from building 
relationships with kids.  
 
In my fieldwork, I noticed Miki often sharing examples from her own childhood to build 
rapport with her students. Also, during her writing workshops, she was constantly 
encouraging her students to trust in themselves. Corina asserted that believing in her 
students potential was a prerequisite for teaching. She reported: 
It’s me believing in them, gives them their self-esteem and just trust in 
themselves. It helps that it comes from the outside first…I think in the student-
teacher relationship, trust is really important, that they know I believe in them…I 
think that every child has their own unique way to shine and they have incredible 
potential. If I didn’t believe that, I couldn’t be a teacher. I think that they know 
this about me. I think it comes through. They know I want them to win. A lot of 
times when they maybe doubting, I do say, “I trust you. You can do this!”  
 
In my observations during recess, while Corina and the other teachers were on the alert, 
they did not intervene when something came up until students themselves asked for help. 
Also at the end of recess, which was signaled by a gong, students returned to class on 
their own in an orderly fashion without Corina supervising them. She trusted her students 
enough to take care of themselves.  Coming up, I present the subtheme of dialogue. 
dialogue. 
All three teachers adopted dialogue to varying levels to understand their students 
and taught their students to resolve conflicts through dialogue. Miki reported about her 
community meetings where the students address conflicts and her attempts to teach 
dialogue skills as follows:  
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We have like community meetings where they bring up a problem and they try to 
solve the problem. When I have something that happened during recess and the 
kids need to talk and a lot of kids are involved, we don’t say names during that 
time. They just say, “someone did this” or “I’m feeling this way because this 
happened to me.” I say, “Are there any solutions?”…Instead of saying “I disagree 
with you,” I try to have them say, “I disagree with your idea because…”…We 
talk about talking and listening skills. The circle time that we have on Monday 
morning, we just say “hello” to everyone. Even little activities like that I think are 
important.  
 
My fieldwork observations also supported this data. I saw a handmade dialogue chart in 
Miki’s class emphasizing active listening and speaking clearly. I also observed the 
community circles and community meetings where conflicts were addressed if they came 
up. Corina also emphasized the use of dialogue. She practiced nonviolent communication 
(NVC) techniques that were adopted by her school. She illustrated the role of dialogue as 
follows: 
It’s important for me to have one-on-one dialogues. I have recess with them to 
catch up with them. I always ask them how they’re doing. When they walk in the 
morning, I shake their hand. That’s like my first assessment of how they’re doing 
…There’s not a day, that conflict does not happen. One thing I’m using more is 
the idea of using observations and not evaluations. So, not calling a person a 
name, but make clear observations like a scientist. Maybe they might say 
something like, “I don’t like that person.” Then, I say, “there’s no such thing as a 
bad person.” You have to like look at their action. Based on that, have a dialogue. 
It’s called NVC (Nonviolent Communication)…We need to teach them this ‘cos 
that doesn’t come naturally. 
 
This data was supported in my fieldwork as well. During recess, I observed Corina and 
other teachers also using recess as a critical period in school to teach students about 
interpersonal communication. I saw Corina breaking up an argument between two 
students. She was encouraging them to dialogue using NVC techniques to sort out their 
differences and apologize. I present the subtheme of character development, next. 
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character development. 
 This subtheme was demonstrated in the data by all three teachers. Alex asserted 
that character development was more important to her than academics. She shared:  
The biggest thing I try to do is give them life skills. Yes, I want them to be strong 
academically, but in all honesty, that is not that important to me as helping them 
learn how to be a good friend, helping them how to be a good human being, what 
does it mean to contribute something, and helping them how to negotiate all these 
emotions…I don’t care if they get the highest test scores, I care more about their 
character…So many teachers just want to get through the curriculum, not that I 
don’t think it’s important. They’re not working on the “inner stuff”…some 
parents who want their kids to go to Harvard are like “who cares about that 
namby-pamby stuff,” but I feel like if they have the basic stuff, the academics will 
come…of course, there are kids with learning disabilities.  
 
Miki, too, stressed on the importance of character development in her students, by 
encouraging them to challenge themselves. She reported as follows: 
My vision for them is for the future, when they’re older. What kind of discipline, 
what kind of habits, the way of thinking is more important for me…Character 
building comes from…being able to find your own passion, feeling confident in 
those areas because sometimes going over your comfort zone, it requires lot of 
challenging. It’s uncomfortable too. I want them to come to a stumbling block 
‘cos that’s when they can find their passion. That’s when they can find their own 
skills, the time to explore all of that ‘cos character is our personality, but is also 
knowing about ourselves. 
 
During my fieldwork, I observed Miki’s handmade poster on the doorway of her class. It 
is somewhat of a haiku, which reads: “Welcome to our community; Global Citizens; 
Think big, Dream big! Miki also used children’s stories to help students learn about 
character by having them pay attention to the action, dialogue, feelings, and inner 
thoughts of the characters. Corina also emphasized the importance of character 
development through the teacher modeling the way for her students. She articulated: 
I think it’s through example. The teacher has a great role in terms of what kind of 
person he or she is…I think happiness for the child is to help them develop their 
character. It doesn’t mean giving them what they want. For me, I want to see 
further than that to make them work harder, so that they can feel proud of 
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themselves…I teach them to treat each other in a way they want to be treated. It’s 
an abstract concept for them. 
 
This data was also supported through my fieldwork. In one of Corina’s classes, I 
observed Corina teaching the golden rule to her students. Now, I present theme five: 
application of Ikeda’s concept of global citizenship. 
Theme Five: Application of Ikeda’s Concept of Global Citizenship 
This theme was supported by data that illustrate the application of Ikeda’s 
education for global citizenship principles. In general, the data addressed how the three 
teachers taught global citizenship based on wisdom, courage, and compassion; and how 
they taught about peace, development, human rights, and environmental issues. The 
following quote from Corina, I believe, encapsulates theme two as a whole: 
I think their exposure to other teachers who are from different places in the world 
and how they’re doing things, I think has an impact on them, the way they see 
things…Fostering global citizenship through the personal connection of the 
teacher and the students…the relationship is a big deal…my idea, I would have 
students longer than just one year because it takes a long time to establish 
relationships. With some students, it takes longer…I think at their age, they can 
have like an awareness of the world, but what is important is the community that 
they’re in right now, and the impact they have on it and what influence it has on 
them. If they understand the relationship with their environment here, then they 
can transfer that knowledge into different places. Just that awareness of acting 
local and having this global effect is important. Coming from wealthy families, 
they do have a chance to make an impact later on in life. So, they realize, “oh we 
are in a position to give back.” These children, they do have the courage, the 
wisdom, and compassion within them. It’s just a matter of providing them with 
enough information at their level that they understand, so they can go “Vow, what 
can I do about it?” 
 
Due to the plethora and wide variety of data obtained, I divide theme two into two 
subthemes: 1) global citizenship based on wisdom, courage, and compassion; and 2) 
curricular components. Next, I present the data on the subtheme of global citizenship 
based on wisdom, courage, and compassion. 
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wisdom, courage, and compassion. 
 For purpose of presenting findings for each of qualities of wisdom, courage, and 
compassion, I present the findings separately for the application of each quality of 
Ikeda’s concept of global citizenship. I start by presenting findings for wisdom. Defined 
by Ikeda as the ability to perceive the interconnectedness of phenomena, Corina 
demonstrated how she taught this concept to her students. She described a couple of 
exercises she did with her students to illustrate the point of our interconnectedness. 
Corina reported as follows: 
I’m trying to teach them how they’re all interconnected. You know, the concept 
of cause and effect (Buddhist concept of Karma). I try to share this when conflict 
comes up…At that age (first grade), they learn to be conscious and not self-
centered. Cos in kindergarten, they can be very self-centered. In first grade, they 
learn to become aware they affect others. I have this experiment, a fishbowl. I put 
like food coloring. This is like the causes. When you’re unkind to others, kind of 
like getting your own feelings muggy and doesn’t feel so great. You can 
counteract that by doing something good for other people. The bleach in the water 
is like the effect. It clears out all of that. So, it’s a back and forth of making wise 
choices and they see every cause they make has an effect on their own life…The 
other exercise is a string that is connected and one person holds it and they pass it 
on until they’re all holding the strings. They see they’re all connected. You can 
pull on one end of the string and everybody feels it. So, they know. It’s important 
to instill these values early on and taught in a way that they can make sense of it. 
 
Coming up, I present my findings on how the teachers taught the quality of 
courage. Ikeda defines courage as the ability to embrace differences. Corina believed that 
her students are naturally exposed to people who are different because of the international 
nature of her school and its focus on promoting a variety of worldviews as opposed to 
just the U.S. worldview. She reported as follows: 
Since our school, the kids and the teachers come from different parts of the world, 
they do have some exposure to different cultures… I think they just need to learn 
more about other people and other cultures, where they don’t have a narrow 
worldview. I’m critiquing the U.S. for having a narrow worldview. I think what’s 
taught in public schools as compared to this school where we have a bigger role 
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here trying to instill that there’s more than just the U.S. and there’s different 
values systems in different places in the world… Also, just being aware we’re 
different, but we do have same feelings.  
 
Alex promoted the concept of courage in her class through conversations with students, 
especially in regards to diversity and inclusion. She shared:  
I tell them all the time, you don’t have to like everybody, but you still have to 
respect them and you have to find a way to work together. I try to explain that a 
lot of grown ups don’t know how to do this…One of my kids is autistic. The other 
kids have been great ‘cos I explained to them, “some kids have trouble with math, 
some kids with reading, some kids have trouble being a friend.” I try to explain 
that everybody is working on different things.  
 
Now, I present data on how the teachers taught compassion, the ability to have 
imaginative empathy for those suffering in distant places. In line with her school’s 
international focus, Corina took a global approach on teaching compassion to her 
students. She asserted, “I think it has to do with where do people live, how do they live 
and understanding that they have more than they do and the compassion comes 
naturally.” Corina also described how she used a project to teach her students about 
compassion. She reported:  
Mr. John, a teacher in third grade, collects school supplies – he has a partnership 
with schools in Africa. We collect supplies for this project. The students learn a 
little bit about what their needs are and how they live and make a connection. It’s 
a great opportunity for them to make a difference, even a small impact in helping 
somebody else across the globe.  
 
Both Miki and Alison noted that it was difficult for students in third grade to have 
compassion for people suffering in distant countries. Instead, they focused on cultivating 
empathy locally, among students in their class. Miki reported that she teaches compassion 
through singing a song called “Empathy.” She described: 
We sing a song called “Empathy.” It’s kind of a funny song, where it goes, 
“Emphasize…No, not emphasize, empathize. No, not entropy, empathy.” Getting 
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them used to that kind of language too to help them start to think of those words. 
It’s really sometimes so cheesy.  
 
This data was also supported in my fieldwork. I observed Miki playing her guitar while 
her students sang the empathy song on the rug. The Empathy song poster of lyrics can 
also be seen in her classroom. I also observed that Miki was encouraging students to be 
mindful of others, teaching the children to treasure themselves and treasure others. In 
contrast, Alex utilized a series of books to teach compassion by having students share 
very personal and emotionally difficult topics. She shared: 
I have this series of books written by a child psychologist. One of them is called 
“Don’t Despair Thursday.” It’s written in a kid-friendly way. It talks about loss 
and how that grief affects us. We read this book in our classroom circle. Some of 
the kids were sharing about their pets or their grandparents and it was kind of 
superficial. Then, we went around and one of the students, this was so brave of 
him ‘cos this was just like only the first month. He had shared that he had lost his 
father the day before Kindergarten started. Some of the boys were not serious and 
goofing off and I stopped everything and said, “do you guys know what your 
friend just said? He just said he lost his father.” They were visibly shaken. From 
that moment, the tenor totally changed and people started to like really share and 
everyone was in tears. It was really moving and deep. My special ed teacher came 
in to give support.  
 
In my classroom observations, Alex also did a similar exercise called the “Worry Stone” 
activity. Alex shared that her third grade teacher gave her a river rock when she was 
struggling with her parents’ divorce and her pet cat’s death. She in turn gave river rocks 
to her students instructing them to paint them creatively and share with the rest of class 
about their current worries in life. Through sharing, students got to empathize with one 
another’s struggles. It was a very powerful exercise. Afterwards, I present findings for the 
subtheme of curricular components. 
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curricular components. 
For the purpose of presenting findings for each of Ikeda’s four proposed 
curriculum areas (peace, environmental, development, and human rights education), I 
present the data separately for the application of each curriculum area by the teachers. 
Since, these curriculum areas were also part of the Angelica School curriculum, majority 
of my findings come from Corina. I start by presenting findings for developmental 
education.  
Corina reported a project she did with her students to raise awareness about 
socioeconomic inequalities among people around the world. She described the project as 
follows: 
There’s a children’s book called “Pennies for Peace.” Through pictures, the book 
explains how children live and what their life is like. We try to collect as many 
pennies and try to send it to the organization. We look at housing in different parts 
of the world. It’s very clear how houses are not the same. Some people don’t have 
houses and because of that, there’s a responsibility we have to help. There’s 
something they can do as children and something they can do when they grow up. 
 
Now, I present findings on the application of human rights education. Corina 
explained that in her class, the students study about civil rights and the civil rights 
movement, and they learn about how everyone is equal. She reported: 
MLK Day is like a big thing for us. So, we study like the history of civil 
rights…How are they able to be good citizens in a classroom and treat them well. 
Because it’s first grade, it’s limited in a way. It’s also bringing it back to their 
lives like not excluding others, but including others. We’re all equal, nobody’s 
better. They learn they’re different and how wonderful it is and how boring it 
would be if we were all the same. There’s all different kinds of people to work 
well as a society and value each life just the same. 
 
Alex also reported that she teaches about the civil rights movement and about students’ 
basic rights. She stated: 
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We talk about the civil rights movement and different rights such as freedom of 
speech, things like that…Also, once I asked them if they knew how African 
Americans came to this country. They didn’t know about slavery. I was shocked 
that they had never heard that people were forcibly kidnapped and enslaved. It 
totally freaked them out.  
  
Coming up, I report findings on the application of peace education. Corina informed me 
that her school is anti-war and anti-violence and that she tries to address the topic of 
peace at the level of her students. She shared: 
The founder of the school, Angelica, is from Germany, so she has a very strong 
reaction towards war. She does instill this in children as the ultimate bad 
thing…There’s nothing good that comes from it. There’s a very strong culture of 
that. It’s also important to go back to their level of peace, involving how they 
conduct themselves and how they solve conflicts…using dialogue, using your 
words, don’t use your hands…I also talk about peace activists like Gandhi, King, 
and President Ikeda. 
 
Miki also reported that she uses the viral Youtube video, titled, “The Girl Who Silenced 
the World for Five Minutes,” to demonstrate that kids can fight for peace too. She 
reported: “Every year, we watch that video of Severn Suzuki and talk about how she was 
able to express her ideas as a kid. For them to be like, “a 10-year-old did this” is really 
inspiring.” Additionally, I observed further evidence of peace education in Miki’s 
classroom when I observed drawings on the wall by students about what peace feels like 
to them. Every student demonstrated a different perspective on peace in his or her 
drawing. 
Next, I present findings on environmental education. Corina’s school has a whole 
curriculum dedicated to environmental education, utilizing the school gardening program 
and lunch program. Corina reported: 
We have a gardening program, a value system in our school. Being engaged in the 
school garden, they see how everything is interconnected. They get to study 
ecosystems where they realize how everything is connected…We also have a 
lunch program. They get to try vegetables from the school garden. They learn 
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where their food comes from. Every Tuesday, they try new foods from different 
cultures.  
 
I gathered supporting data for this in my fieldwork. In Corina’s classroom were a few 
posters on eco-literacy. One stated that everyone is responsible for taking care of the 
earth, another provided tips for conserving water at home. During lunchtime, the food 
was served outside by Corina with student helpers and everyone ate inside the classroom. 
The food was always organic, healthy, and well balanced with a few vegetables such as 
tomatoes, lettuce, and kale coming from the school garden. They talked about where the 
food came from and the students would share something about themselves during lunch. 
At the end of lunch, they would clean up by themselves. The school garden was 
impressive with a greenhouse and nurseries of various native plants and vegetables.  
 In contrast, Miki and Alex’s schools do not have a gardening program or lunch 
program focusing on environmental education. Alex informed me that: “the school does a 
bit with ecology, pollution. It gets covered, but not in-depth.” Miki reported how her 
students got the Crayola company to recycle their markers. She stated:  
They were talking about Crayola not recycling the pens. They create a lot of trash. 
The plastic isn’t recyclable. They created a program to recycle the outside of the 
Crayola markers. So, kids started to petition Crayola to start a program to recycle. 
It created 1000s of petitions within a few weeks.  
 
As mentioned earlier, Compared to public-school teachers, Miki and Alex, private- 
school teacher, Corina, offered many lessons to her students on environmental, 
developmental, peace, and human rights education. Now, I present theme six: application 
of Buddhist practice. 
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Theme Six: Application of Buddhist Practice 
 Though I did not initially set out to explore the Buddhist practice of the teachers, 
the topic organically came about because all three teachers are practitioners of Nichiren 
Buddhism and are members of SGI. This theme was derived from the data, which 
revealed how each teacher applied her Buddhist practice in her teaching. Alex disclosed 
her radical shift in regards to her teaching as a result of her practice as follows: 
My relationship with my students has radically shifted in the past couple of years. 
I kind of attribute it to an FNCC Culture Department Conference (an SGI 
Buddhist conference for educators) one summer. It was a really difficult year. It 
was very discouraging and stemmed from parents who I felt really didn’t 
understand me, my intentions, were super critical. I had families constantly going 
to my boss complaining, kids pulled out of my class. It was so demoralizing. I felt 
like I was working so hard and not only do they not appreciate it, they were 
vicious. At FNCC, I was having conversations with other SGI educators. 
Someone said something about trusting their students. It really resonated with me. 
I felt like I was doing everything, but I wasn’t trusting my kids enough…I wasn’t 
really allowing them to grow.  
 
Corina shared how her Buddhist practice enhances her teaching as follows: 
I reflect on my tendencies and my life condition. If a teacher’s life condition is 
low, how can you reach these students? We think about these students, how 
they’re doing. What do they need? Reflecting on them deeply. Going back to 
chant for their happiness and help them gain wisdom. Honestly, because of my 
background in Buddhism and Soka education, being mindful and having like a 
high life condition, I’m able to respond in a positive way and can help them move 
through things they may be struggling with. 
 
Miki revealed how she uses her Buddhist practice to address her challenges with her 
students in the following manner: 
I think sometimes, it’s really challenging for me to believe in kids even though I 
know they can do ‘cos I’m like they just can’t do it. But my practice helps me 
because I’m really pushed to look at the bigger picture and think about their 
lifelong happiness…sometimes, some days, I’m just like I don’t care if they’re not 
happy with me now as long as they can live a life where they’re not veering away 
from the path. And whatever their path, whatever their mission, they’re able to 
find it and pursue it. Believing in their Buddha nature is one thing ‘cos they have 
their 10 worlds too and they hit my buttons and I have my 10 worlds too. I have to 
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believe in my potential too, to be able to impact these kids and be able to guide 
them, scaffold their learning in the best way they can shine as a kid…human 
revolution is a day-to-day struggle about how I view my kids. They basically 
challenge me. If I’m able to change and if I’m able to respond to them, they are 
able to see that. I’m trying to better myself, but I’m showing them I’m human too 
when I make mistakes. 
 
This data was also corroborated during my fieldwork. After one of Miki’s classes, she 
shared with me that some students push her buttons, but she tries to remember where the 
students are coming from, and their family issues. She said she chants for the students’ 
Buddha nature and their families with the understanding that everyone is interconnected – 
teacher, student, and family. I present the third and last research question and 
corresponding themes and data, next.  
Research Question Three 
What is the impact of these teachers’ Soka education practice? 
This research question explored the outcomes of each teacher’s Soka education 
practice, especially in teaching global citizenship. Two key themes emerged from the 
data for research question three: 1) successes and 2) challenges. I present each of these 
themes with supporting data from each of the three participants. First, I present findings 
for theme seven. 
Theme Seven: Successes 
Based on their interpretation of success, all three teachers reported success in their 
attempts to practice Soka education. Corina, for example described her success in terms 
of positively impacting her students over time. She shared: 
The students I see coming back from my first few classes, I still have a very 
strong relationship with them. Now, they are all the way up to eighth grade, but 
we still have a strong bond…Some of the students move across the world, but 
some of them come back to visit. I see that they are well-rounded people and 
doing well, but I’m not the sole factor that contributes to their life either…  
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Miki reported her success in terms of her improving relationship with her students and 
their parents. She disclosed: 
This year, I feel like I’m really able to genuinely care for the kids like I wanted 
to…I feel successful about communicating with them (her students), but knowing 
also the kids enjoy school and they feel they’re learning, and they feel happy 
being in school. That’s an accomplishment I’m feeling…I was speaking with a 
parent on Thursday, she was really surprised by some of the things I was doing 
with the kids in a good way. I felt like she’s seeing that I’m accommodating based 
on what her son’s struggling with right now. She’s really appreciative of it. It’s 
nice to see that people actually notice. People telling you like, “wow, you’re 
different!” 
 
Alex declared her success in terms of her relationship with students, especially students 
with special needs. She also described her success in terms of the praise she has received 
from her colleagues for the good work she was doing with her students. She declared: 
I’ve had one of the most amazing years ever. I feel like such incredible love for 
my students, but I feel like it’s on a level that is so deep…it’s totally validating 
everything that I’ve been working on. Things that I’ve been doing for a long time 
were never acknowledged, even with my boss…Now, my co-teachers are praising 
me as a compassionate person…There was this child in another class that they 
had problems with. My colleague was trying to put this child in my class. My 
colleague said, “with all this socio-emotional stuff coming out, you’re like a 
national treasure.” Then, a social worker told my boss about what had happened. 
It was this moving thing. Now, they’re kidding me that the kids with the deepest 
problems come to me. I don’t know what it is, but I think I make them feel safe. 
 
During my fieldwork, Alex’s evaluation was further supported by Tyler, her 
paraprofessional aide, who worked with her special needs students. He mentioned to me 
in a conversation that Alison’s great with kids, really cares, shows respect, and focuses 
on character development. He also added that she tries hard to make other students 
understand the children with special needs. Next, I present the eighth and last theme.  
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Theme Eight: Challenges 
 Just with successes, all three teachers also faced numerous obstacles in their 
practice of Soka education. All three teachers claimed that there wasn’t enough time to 
do what they wanted. As public school teachers, Alex and Miki had different challenges 
compared to Corina, a private school teacher. Alex shared that she struggled for a long 
time to gain support from her boss and colleagues in focusing on the socio-emotional 
development of her students. She disclosed: “My colleagues for a long time didn’t get 
what I was doing.” During my fieldwork, at the end of most school days, Alex often 
seemed frustrated about not getting to do all the things she wanted to do during her class.  
Being a young inexperienced teacher, Miki was often overwhelmed about 
meeting the expectations of the school curriculum. She also mentioned about the lack of 
funding and resources for projects and the limitations of being part of an inner city 
school. Miki divulged: 
Sometimes, these ideals are so big, that you feel like how can I do this in this little 
classroom?...One thing that’s a challenge for me is tackling what the school 
requires and the expectations of the district. Expectations of the grade and what 
we’re expected to do. There are so many things that I’d like to do that I can’t do 
and maybe ‘cos I’m a new teacher and I’m scared honestly. Following the 
curriculum, that’s my biggest challenge…For our school, field trips are so limited 
that we have to align everything to our curriculum. Also, there’s no allocated sum 
for trips. It’s through PTA funds and donations from parents…We’ve also tried to 
start gardening for like three years, but nothing’s been happening yet. I think just 
‘cos it’s an inner city school, it’s difficult.  
 
Corina described her struggles with practicing Soka education in terms of the challenge 
of closing the gap between ideal versus reality of the classroom. She shared: 
I think to me, my personal human revolution (personal development), I have to 
really still become a stronger teacher, still work on my classroom management. I 
think that’s really a challenge to bridge the gap between my philosophy and 
idealism and then the reality of the classroom. One of the challenges is the time 
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factor. The day is very short. A lot happens in one day, not being able to pull off 
everything and keeping up… 
 
 Furthermore, all three teachers agreed that it is difficult to assess the outcomes of 
their Soka education practice because there is no systematic curriculum. However, each 
teacher reported different ways of gauging impact based on anecdotal evidence. For 
example, Miki acknowledged that: “When they’re (the students) enthusiastic about their 
learning, I feel like…well, it’s not like data that I can use, like they wrote a paper…I 
don’t know if it’s my teaching, maybe they’re like that already.” In addition, Alex 
affirmed that: 
A huge part of my job is that I don’t always know because it’s like time release. A 
lot of times, I don’t know if anything sunk in or made a difference or if they 
(students) viewed it differently because of the way I presented it….that’s part of a 
sense of faith. I have to remember how much it made an impact on me (as a third 
grader) even if seemingly small incident. Part of it is reminding myself that 
sometimes you never get to see the fruits of your labor. But sometimes you 
do…it’s anecdotal. You really can’t measure it.  
 
Corina also disclosed that: 
Soka education is hard to implement ‘cos there’s no curriculum. I don’t have like 
data. It’s difficult for me to assess this. I don’t have like a framework for 
assessment. It’s subjective. I don’t have like a systematic approach. I would like 
to establish one.  
 
 This concludes the presentation of findings for research question three and its 
corresponding themes. Now, I summarize my findings. 
Summary 
 This chapter provided background on my participants, Alex Fisher, Corina Kuhn, 
and Miki Suzuki. Based on the data obtained from one-on-one interviews with my 
participants, classroom observations, and documents collected, I presented my findings 
based on the three research questions of my study. From the data analysis, eight themes 
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emerged. The eight themes are as follows: 1) Makiguchi’s value-creation philosophy; 2) 
Ikeda’s human education philosophy; 3) Ikeda’s concept of global citizenship 4) 
application of Ikeda’s human education philosophy; 5) application of Ikeda’s concept of 
global citizenship; 6) application of Buddhist practice; 7) successes; and 8) challenges. 
Next, I further discuss these themes in depth within the context of the literature and 
theoretical framework in Chapter Five. 
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CHAPTER FIVE 
DISCUSSION, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 
Summary of the Study 
 The purpose of my inquiry was to explore how U.S. K-3 teachers practicing Soka 
education are teaching global citizenship to their students. Specifically, I explored the 
conceptual aspects of Soka education that these teachers have adopted and implemented 
in teaching their students about global citizenship and the impact of their practice. My 
study explored the following central research question along with three sub-questions: 
How do current U.S. K-3 teachers practicing Soka education teach global citizenship to 
their students? 
• What conceptual aspects of Soka education do these U.S. K-3 teachers adopt 
to teach global citizenship to their students? 
• How do these U.S. K-3 teachers implement these Soka education concepts in 
teaching global citizenship to their students? 
• What is the impact of these U.S. K-3 teachers’ Soka education practice on 
their students? 
 The following eight themes emerged from the findings for each of the three 
research questions: 
1) What conceptual aspects of Soka education do the teachers in my study adopt to teach 
global citizenship? 
• Theme one: Makiguchi’s value-creation philosophy 
• Theme two: Ikeda’s human education philosophy 
• Theme three: Ikeda’s concept of global citizenship 
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2) How do these teachers apply Soka education concepts to teach global citizenship? 
• Theme four: Application of Ikeda’s human education philosophy 
- Care 
- Trust 
- Dialogue 
- Character Development 
• Theme five: Application of Ikeda’s concept of global citizenship 
- Wisdom, courage, and compassion 
- Curricular components (peace, environmental, development, and human rights 
education) 
• Theme six: Application of Buddhist practice  
3) What is the impact of these teachers’ Soka education practice? 
• Theme seven: Successes 
• Theme eight: Challenges 
Coming up, I discuss these eight themes in-depth in the next section. 
Discussion 
 In this section, I discuss the findings for each of the eight themes (some overlap) 
that emerged from my study. I compare and contrast the findings for each of my 
participants and where relevant, I connect my findings with the literature. The teachers in 
my study are not experts on Soka education. Though they attended Soka University of 
America (SUA), they had no formal education or training on Soka education philosophy 
or practice at SUA. The teachers acquired their knowledge of Soka education through 
individual research, discussions among peers at SUA, discussions with fellow SGI 
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educators at SGI educator conferences, and through their personal experiences studying 
at either a Soka school or Soka University of Japan. As noted in the literature, Soka 
education applies some professional development (Gebert & Joffee, 2007). These three 
teachers represent the thousands of educators of SGI attempting to apply Soka education 
principles within their cultural contexts (Miller, 2002). Next, I discuss the findings for 
theme one: Makiguchi’s value-creation philosophy. 
Theme One: Makiguchi’s Value-Creation Philosophy 
 All three teachers adopted aspects of Makiguchi’s value-creation philosophy in 
their teaching philosophy, focusing on the notion of happiness of the child. Makiguchi’s 
value-creation philosophy declares that the purpose of education should be the happiness 
and wellbeing of the child (Ikeda, 2001). The teachers defined happiness, not in terms of 
hedonistic pleasure, academic or career success, but in challenging their students in 
creating value with whatever life throws at them, and in living a contributive life for the 
sake of others. Makiguchi too, defined happiness not in terms of pleasure, career 
fulfillment, or monetary success, but happiness in the present moment, in spite of life’s 
challenges (Ikeda, 2001). Each teacher recognized that one’s Soka education philosophy 
was dependent on the unique needs of every individual child. Makiguchi too stressed the 
importance of understanding the child right in front of you (Ikeda, 2001). Coming up, I 
discuss the findings for theme two: Ikeda’s human education philosophy. 
Theme Two: Ikeda’s Human Education Philosophy 
 All three teachers subscribed to Ikeda’s human education philosophy based on 
humanistic education via developing the humanity of each child, raising contributive 
individuals, and on raising the whole child. They strove to go beyond intellectual 
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development of the students to developing them as human beings. Ikeda’s human 
education is a direct translation of the Japanese term, “Ningen Kyoiku” (Ikeda, 2001).  
 There were some differences among the teachers. Corina’s private school also 
adopted a form of humanistic education philosophy developed by its founder, addressing 
beyond intellectual development, but also the development of the student’s humanity. 
However, Alex and Miki’s public school did not seem to address this aspect as part of 
their curriculum. So, it was up to Alex and Miki to take the initiative to adopt this 
philosophy in their classroom. Next, I discuss findings from theme three: Ikeda’s concept 
of global citizenship. 
Theme Three: Ikeda’s Concept of Global Citizenship 
 In the discussion for this section, I analyzed the findings for this theme primarily 
based on the conceptual framework of my study, Ikeda’s non-prescriptive framework for 
global citizenship. The teachers in my study adopted Ikeda’s concept of global 
citizenship, but had contrasting perspectives based on their school curriculum and 
training. Corina described her notion of global citizenship as a relationship between 
individuals and their community and how it can be transferred to the wider world, which 
is also in alignment with Makiguchi’s (2002) three levels of global citizen identities at the 
local, national, and global community level fostered through the dynamic harmonization 
and development of the three levels. She also added that the global citizenship notion she 
adopts is not based on knowledge and awareness of different cultures or languages, but 
about compassion and understanding of the other, and making a contribution. It is about 
raising global citizens aware of their impact on their communities and the world. These 
components are promoted in Ikeda’s concept of global citizenship, which does not 
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require linguistic ability or travel experience. Instead, it is the capacity to be genuinely 
concerned for the peace and happiness of the world (Ikeda, 2001). 
 Since Corina’s school curriculum is globally focused with a social responsibility 
and empathy component, Corina’s notion of global citizenship based on Ikeda’s concept 
of global citizenship is compatible with her school’s philosophy. This in turn allowed her 
to adopt it in her classroom. In addition to teacher education based on U.S. school 
systems, Corina was also trained by the Angelica Schools. In contrast, Alex and Miki’s 
public schools do not promote global education in the same way as Corina’s private 
school. Also, Alex and Miki were trained in teacher education programs geared towards 
the U.S. school system. This professional training background seems to have influenced 
Alex and Miki’s notion (unlike Corina) that third-graders are not fully capable of 
comprehending global citizenship concepts. Alex claimed that her students have a hard 
time distinguishing between city, state, and country. As noted in the literature, U.S. 
public schools are lagging behind in terms of global education, where the emphasis is on 
local than on global matters (Andrzejewski & Alessio, 1999).  
 However, for Miki and Alex’s notion of global citizenship, which was focused on 
the local level where students are from with people right in front of them, being a good 
citizen was the same thing as being a world citizen. This idea of focusing on the “local” 
to teach about the “global” was also endorsed by Makiguchi (2002) more than a century 
ago, who asserted that education for global citizenship must be initiated at the local level 
and extending outwards from there. Noddings (2005) also stressed on the importance of 
place-based global education focusing on developing a sound understanding of one’s 
local community to develop global perspective. Alex also added that her notion of global 
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citizenship is about feeling connected with other countries, a sense of solidarity as 
described by Obelleiro (2012). 
  To summarize the three themes that emerged from the findings, the three teachers 
in my study adopted concepts from Makiguchi’s value-creation philosophy, Ikeda’s 
human education philosophy, and Ikeda’s concept of global citizenship. Now, I discuss 
theme four: application of Ikeda’s human education philosophy.  
Theme Four: Application of Ikeda’s Human Education Philosophy 
 Four subthemes emerged from the findings in theme four: 1) care, 2) trust, 3) 
dialogue, and 4) character development. First, I discuss the findings for the subtheme of 
care.  
Care 
 As described in the literature, one of the key elements in Soka education, is the 
quality of relationship between the teacher and the students. This relationship is 
demonstrated by a teacher’s sense of care. This care is demonstrated by his/her efforts to 
appreciate and develop the unique character and potential of each student (Ikeda, 2001). 
All three teachers demonstrated genuine love and care for their students in different ways. 
Alex disclosed that she provides unconditional love for her students even if the students 
do not love her in return. She also strove to champion her students’ cause by giving them 
a voice in an adult world often dismissive of children. She demonstrated her care by 
being inclusive of every student, especially those students with special needs and 
embracing students for who they are. 
 Corina’s care was demonstrated through a combination of compassion, courage, 
and tough love based on the needs of each student, including difficult students. She strove 
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to “give her all as a human being.” Ikeda (2001) too asserted that people are shaped by 
people and that there is no education without life-to-life interaction between the teacher 
and the student.  
 Miki demonstrated her care more implicitly through her efforts and care to 
produce creative personally designed classroom posters. Next up, I discuss the subtheme 
of trust. 
Trust 
 All the teachers declared that they sincerely trusted their students or challenged 
themselves to do so, but they adopted trust in different ways. Alex displayed trust through 
abundant sincere praise, acknowledging the little things her students did positively and 
encouraging high hopes for them in the future. She described her trust and belief in her 
students as a “sacred bond.” Corina also believed that trust was a prerequisite for 
teaching and critical to the student-teacher relationship. She also believed in the 
incredible potential of each of her students. She asserted that trust or belief is the vital 
external factor that influences a student’s self-esteem initially, which leads to self-esteem 
from within afterwards. This in turn empowered her students to trust themselves. Corina 
also used verbal encouragement. She also strove to treat her students like adults by 
shaking their hands every morning instead of high-fiving them, which she claimed 
seemed to be the norm among most U.S. school teachers. Miki encouraged her students 
to trust in their abilities. She also alluded to the importance of developing a relationship 
with each of her students to build trust. She noted that sharing about each other was 
critical to this endeavor.  
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 Ikeda’s idea of trust originates from the Lotus Sutra, the Mahayana Buddhist 
teaching that Nichiren Buddhism is derived from. According to the Lotus Sutra, every 
single person has infinite potential because he/she possesses Buddha nature, the highest 
state of life. Each person can bring forth this potential, allowing their abundant creativity 
to blossom and empower them to contribute to the enrichment of their society (Miller, 
2002). As advised by Ikeda (2001), trust is for the student-teacher relationship, the 
strongest link and it cannot be forced; it must be demonstrated by the teacher towards the 
student. He further stated that whether or not teachers developed trust will depend solely 
on whether they can genuinely believe in their students. Because each of the three 
teachers had genuine trust, they were able to understand their students. Coming up, I 
discuss the findings for the subtheme of dialogue.  
Dialogue 
 All three teachers adopted dialogue to varying levels to understand their students 
and taught them to resolve conflicts via dialogue. Miki used community meetings in her 
classroom to address conflict using objective language. She also emphasized 
interpersonal skills like active listening. Corina met one-on-one with her students and 
encouraged students to apply nonviolent communication (NVC) techniques, which her 
school adopted. NVC focused on observation of actions and behavior versus judgment 
when resolving conflict. Once again, Corina’s private school supported this endeavor 
utilizing even recess as a critical period for teaching interpersonal communication and 
conflict resolution. In the public schools, it seemed the teachers took a more hands-off 
approach to recess. In a study of teacher field reports of Soka educators in Japan, belief in 
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the effectiveness of dialogue was identified as a critical to the student-teacher 
relationship. Ikeda (2001) also stressed on the importance of dialogue. 
 It appears that Alex nor Miki’s public schools adopted dialogue as explicitly as in 
Corina’s private school. It was up to individual teachers to instill these behaviors and 
actions. Next, I discuss findings for the subtheme of character development.  
Character Development 
 All three teachers adopted aspects of character development in their teaching 
practice. In contrast to many teachers in Alex’s public school who focused solely on 
academics, Alex believed that character development was more important than 
academics, especially at the third-grade level. For example, she believed that learning 
how to be a good friend, being a good human being, contributing to one’s community, are 
critical skills to learn. She declared that academics will follow once students worked on 
their inner foundation. She saw her role as someone who provides life skills for her 
students, helping them work on their socio-emotional development or “inner stuff” as she 
referred to it. However, she did acknowledge challenges for students with special needs.  
 Miki instilled character development by challenging her students to go beyond 
their comfort zones, having them develop positive attitudes and habits for the future. She 
intentionally wanted her students to encounter challenges in order to develop character 
and confidence. Miki also wanted her students to have lofty dreams. She also adopted 
children’s stories to help her students learn about character by having them observe the 
actions of the characters in the stories. Corina strongly believed in character development 
through modeling the way. She asserted that character development was a prerequisite for 
her students’ happiness. Corina also challenged her students to go beyond their limits. 
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She also addressed character development by teaching her students to treat each other 
with respect. The actions of the three teachers align with Ikeda’s (2001) notion that it is 
the responsibility of educators to guide students in developing character towards the 
creation of value as each student explores and subjectively decides where their values lie. 
Ikeda (2001) also stressed on the teacher’s own depth of character being vital. Now, I 
address the findings for theme five: application of Ikeda’s concept of global citizenship. 
Theme Five: Application of Ikeda’s Concept of Global Citizenship 
 Corina noted that the key to fostering global citizenship is through the personal 
connection and relationship between the teacher and the student. She declared that this 
relationship is critical and recommended that lower-grade school teachers should have 
their students for more than one year because it takes time to build this relationship. As 
noted by Ikeda (2001), the key to fostering global citizenship is the teacher. The teacher 
is the most important element in the educational environment. It is through the interaction 
between the teacher and student that global citizenship is harnessed. Two subthemes 
emerged from the findings for this theme: 1) wisdom, courage, and compassion; and 2) 
curricular components. I analyzed the findings for these subthemes primarily based on 
the conceptual framework of my study, Ikeda’s non-prescriptive framework for global 
citizenship. I start off by discussing the findings for subtheme one: wisdom, courage, and 
compassion, starting with the virtue of wisdom 
Wisdom, Courage, and Compassion 
wisdom. 
 Corina demonstrated how she taught Ikeda’s concept of wisdom using two 
classroom exercises, including the fishbowl dyes and interconnected string activities to 
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show how we are all interconnected and how our actions impact others, both positively 
and negatively. Corina also used these exercises to address conflict. Here, Corina was 
implicitly teaching the Buddhist concept of Karma based on the law of causality and 
dependent origination where individual actions through word, thought or deed have 
consequences. Obelleiro (2012) too described Ikeda’s concept of wisdom emanating from 
the Buddhist concept of dependent origination. Corina taught about wisdom in a way that 
was interesting and made sense to first-graders who she claimed were developmentally 
just beginning to move past their self-centeredness to be more conscious of others. Corina 
was practicing Makiguchi’s idea of making lessons relevant, interesting, and 
comprehensible to children in their formative years (Ikeda, 2001).  
 Miki and Alex did not have specific exercises to demonstrate the concept of 
wisdom, but used other means such as children’s stories to demonstrate cause and effect 
and how we are all connected. Ikeda (2001) described wisdom as the ability to perceive 
the interconnectedness of all life, which was reported to be difficult to demonstrate in 
class, but the teachers creatively taught this concept to their students. Coming up, I 
discuss findings for the concept of courage. 
 courage. 
  Ikeda (2001) defined courage as the ability to not deny differences, but to embrace 
them. Corina stated that due to the international nature and global focus of her school, her 
students were exposed to different worldviews from teachers and students from various 
countries. She was critical of the U.S. school system, which tended to instill American 
values over other worldviews as also noted by Gaudelli (2003). Through this exposure, 
her students learned to appreciate differences. Alex shared how she instilled a culture of 
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inclusion through classroom conversations with her students by encouraging them to 
respect one another and work together even if they did not like each other. This was to 
develop cultural sensitivity depending on the diverse characteristics of others as noted by 
Ladson-Billings (2005). As stated by Obelleiro (2012) and Urbain (2009), differences are 
not something to be avoided, dismissed or ignored – happiness requires courage. Next, I 
discuss the findings for the concept of compassion. 
 compassion. 
  All three teachers taught how to demonstrate compassion to their students, but in 
different ways. In line with her school’s international focus, Corina used a global 
approach to teach compassion. She believed that compassion came naturally to her 
students once they were made aware of how most of the world had less than them. She 
shared a few projects such as her African School Project for her students to donate school 
supplies to their peers in certain African countries. This was an example of how Ikeda’s 
(2001) concept of compassion based on an imaginative empathy for people suffering 
distant places was exercised.  
  In contrast, as noted in discussion for theme three earlier, Miki and Alex believed 
it was difficult for children to have compassion for those in distant places and countries. 
They focused on instilling compassion at the local level among students themselves. 
Corina believed that first-graders have an awareness of the world, but what is important 
is the local community they are in and the impact they have. If they have an 
understanding of their relationship with their immediate environment, they can 
extrapolate to other places. This notion is once again, aligned with Makiguchi’s (2002) 
idea that global citizenship must be initiated at the local community. Noddings (2005) 
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also added that it is difficult to develop a global understanding without a sound 
understanding of the local environment. However, Corina had no doubt that her students 
had the capacity for wisdom, courage, and compassion as long as they are provided with 
knowledge at their level.  
  Miki encouraged her students to be mindful of others and treasure one another. 
She adopted a catchy song to teach the concept of empathy. Alex adopted a series of 
books, which addressed very personal, difficult, and emotional topics such as loss of a 
loved one to generate conversations where students opened up about their feelings and 
thereby learned to empathize with one another. She also utilized an exercise called the 
Worry Stone Activity for her students to share about current struggles in their lives and 
empathize with one another. These were powerful and moving exercises for the students. 
These exercises not only built empathy among students, but also a sense of solidarity 
with one another. As noted by Obelleiro (2012) and Urbain (2009), compassion is based 
on solidarity, a connection with others due to mutual desire for happiness. Both empathy 
and solidarity are required to face difficult challenges. Compassion requires courage, and 
this was demonstrated by the students developing the courage to address difficult topics. 
Coming up, I discuss findings for the subtheme, curricular components. 
Curricular Components  
  Ikeda proposed the following integral elements for education for global 
citizenship: peace education, environmental education, developmental education, and 
human rights education. Corina demonstrated all four components in her practice to 
varying degrees due to the focus of global education at her private school. However, Alex 
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and Miki only demonstrated one or two of these components. Coming up, I discuss the 
findings for the component of human rights education.   
 human rights education.  
  Corina and Alex both taught about the Civil Rights Movement, especially during 
the week of Martin Luther King Jr. day and about the different rights people have, 
including freedom of speech. Alex also brought up the issue of slavery in her class. 
Corina stressed on teaching her students about equality and treating one another with 
respect and dignity. Corina’s application of human rights education is also related to 
Ikeda’s (2001) notion of human rights education based on learning about human equality 
and dignity. Next, I discuss findings for the component of peace education.  
 peace education. 
  Both Corina and Miki reported teaching their students about the work of peace 
activists. Corina taught about the work of peace activists such as Gandhi and King. Miki 
shared about how she tries to inspire her students by having them watch a viral video of 
Severn Suzuki, who was a peace activist as a 10-year-old. She also did an activity where 
her students had to draw what they thought peace looked like for them. Corina reported 
that her school is anti-war and violence in its stance, because of the founder of the school. 
Being German, the founder experienced the horrors of World War II in Germany and like 
many Germans of her generation, has been anti-war ever since. Just as Ikeda (2001) had 
proposed, Corina’s students learned about the cruelty of war. Corina also tried to instill 
peace education at the personal level of her students in how they address conflict using 
nonviolent means. As mentioned earlier, Corina’s school also subscribes to nonviolent 
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communication techniques. Ikeda (2001) also proposed for students to be taught to 
embrace nonviolence. Next, I discuss findings for environmental education.  
 environmental education.  
  Corina’s private school seemed to be more advanced than Miki’s and Alex’s 
public schools in terms of providing environmental education. Ikeda (2001) proposed for 
students to learn about ecological realities and ways to protect the environment. Corina’s 
school has a whole curriculum devoted to environmental education, utilizing the school 
garden program and lunch program. Her students get to see the interconnectedness of the 
ecosystem and people. They get to try the organic vegetables from the garden and the 
greenhouse. During their lunch program, the students learn where their food comes from 
and they also get to try food from other cultures. Corina also taught about ecosystems and 
water conservation using child-friendly posters.  
  Miki and Alex’s public schools do not offer a gardening or lunch program. 
However, Alex indicated that the school does quite a bit with ecology and pollution 
awareness, but not in depth. Miki’s school had limited funding for environmental 
education. Being an inner city school, the only environmental education activity they had 
was an annual field trip, but Miki shared that even this is under threat of being cut. 
Regardless of these shortcomings, her students participated in a petition drive to get 
Crayola to recycle its markers. Now, I discuss findings for developmental education.  
 developmental education. 
As proposed by Ikeda (2001), Corina’s students learned about global poverty and 
economic justice. For example, Corina’s students participated in a project called “Pennies 
for Peace,” run by a non-governmental organization which builds schools in Pakistan. 
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Her students get to see how students in other countries live and after learning about their 
stories, Corina’s students learn to take responsibility to help. Alex nor Miki, reported any 
activities addressing this component of developmental education.  
  From the findings, it is seems that Corina was able to address the four curricular 
components proposed by Ikeda because of the resources at her private school and because 
of its global education curriculum. However, Miki and Alex did what they could in terms 
of addressing these components based on the limited resources available and school 
curriculum that was not globally focused. As noted by Andrzejewski and Alessio (1999) 
and McIntosh (2005), environmental education, human rights education, and economic 
justice are not major components of the U.S. school curriculum. Math and Sciences are 
emphasized more because these subjects are likely to affect the bottom line. Global 
education if any is geared towards preparing students for global competition than global 
social responsibility. Educators are not sufficiently taught about global issues during their 
teacher training to also have the competence to teach their students. As noted in the 
literature, despite these challenges within the U.S. public school system, there are 
individual educators who attempt to practice Soka education as demonstrated by Miki 
and Alex. Next, I discuss findings for theme six: application of Buddhist practice.  
Theme Six: Application of Buddhist Practice 
  Though I did not initially set out to explore the Buddhist practice of my 
participants, this theme emerged from the findings quite organically because all three 
teachers are practitioners of Nichiren Buddhism and members of Soka Gakkai 
International (SGI). The teachers all disclosed how their Buddhist practice influenced 
their teaching and how they applied Buddhist principles. Alex shared about her 
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demoralizing time she had working with her students and their parents. When she 
attended an SGI conference for educators, she was reminded about the importance of 
teachers’ trust and belief in their students no matter what. This realization led to a radical 
shift in her teaching and in her own human revolution (inner transformation).  
  Corina shared how her practice helps her to reflect deeply about her students’ 
needs and on her own tendencies and life condition. She chants for her students’ 
happiness and because of her Buddhist practice, she feels she is able to develop a high 
life condition to respond positively to her students’ needs, especially students who are 
struggling.  
  For Miki, her Buddhist practice has helped her to believe in her students’ highest 
potential and to chant for their lifelong happiness. Her practice has also helped her 
believe in her own highest potential to impact her students’ lives. She shared that it is a 
daily struggle of human revolution (inner transformation) to chant to maintain this 
mindset as she chants for the happiness of her students and their families. These 
experiences of the teachers were also reflected in a study of field reports by Soka 
educators in Japan, where they reported that the inner transformation of the teacher was 
crucial to the teaching process. Teachers in this study also described inner conflicts and 
external challenges from students that led them to challenge their problem and create 
value (Gebert & Joffee, 2007). Coming up, I discuss theme seven: successes. 
Theme Seven: Successes 
  All three teachers shared some level of success in their practice of Soka education. 
For example, Corina shared her success in terms of positively impacting her students over 
time. She disclosed that her former students from as long as eight years ago still visit her 
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at the school. She shared that she maintains a strong bond with them and that they are 
doing well. Miki, a young and relatively inexperienced teacher, described her success in 
terms of improved relationships with her students through better levels of 
communication; seeing that her students are enjoying learning; and being appreciated by 
her students’ parents. For Alex, her success was in terms of her improved relationships 
with her students, especially students with special needs. She also felt successful in terms 
of all the praise and validation she has received from her colleagues for her outstanding 
efforts with socio-emotional education and her work with special needs students. Alex 
also felt she was successful in terms of her increased level of trust and unconditional love 
for her students. These anecdotes of success are also highlighted in a report of surveys 
conducted through the Makiguchi Project in Action program by Soka educators in Brazil, 
where it was reported that student-teacher relationships among participating teachers 
were considerably improved as a result of their Soka education practice (Gebert & Joffee, 
2007). Next, I discuss the findings for the eighth and last theme for my study: challenges. 
Theme Eight: Challenges 
  All three teachers faced numerous obstacles in their practice of Soka education in 
different ways. As public school teachers, Miki and Alex had different challenges 
compared to Corina. Alex, for a longtime, struggled to gain support from her principal 
and colleagues for her advocacy of socio-emotional development work with students. 
Miki, a new teacher, was constantly overwhelmed with the expectations of her school 
curriculum, lack of funding and resources for projects. She also claimed these were 
struggles associated with being part of an inner city school. Miki was also daunted by the 
lofty ideals of Soka education and not knowing how to implement it effectively in her 
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class. Corina described it was a major challenge to close the gap between practicing Soka 
education in the ideal fashion versus the reality of her classroom dynamics. She shared 
that she needed to be more effective with her classroom management.  
  I was not able to come across any Soka education literature that supports these 
specific findings regarding challenges. These findings can serve as a platform. However, 
the Soka educator study in Japan did stress that regardless of the educational challenges, 
Soka teachers took responsibility and confronted them through their courageous efforts 
creating a pathway for students’ happiness and learning (Gebert and Joffee, 2007).  
  Furthermore, all three teachers agreed that it was difficult to assess the impact of 
their Soka education practice because there is no systematic curriculum and in turn no 
systematic framework for assessment. However, each teacher had different ways to gauge 
impact albeit subjective, based on anecdotal evidence. Alex pointed out that in teaching, 
one sometimes never gets to see the fruits of their labor, but sometimes you do. As noted 
in the literature, Soka education is more of a stance or disposition than a prescriptive 
curriculum or practice. The methodology is still emergent (Gebert & Joffee, 2007). As 
long as this remains the case, Soka education will continue to face this problem unless 
some systematic method is established. This concludes my discussion on my findings. 
Now, I make conclusions based on this discussion.  
Conclusions 
  From this study’s results, it appears that the teachers adopted concepts from 
Makiguchi’s value-creation philosophy, Ikeda’s human education philosophy, and 
Ikeda’s concept of global citizenship to teach global citizenship to their students. While 
they adopted a few basic conceptual aspects of Soka education, their understanding of 
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these concepts seemed superficial. This is understandable because they are not experts 
and did not receive any formal training in Soka education philosophy.  
  In terms of application, the teachers in my study applied Ikeda’s human education 
philosophy by developing a strong teacher-student relationship based on care, trust, 
dialogue, and character development to teach global citizenship. The teacher’s type of 
school seemed to have no bearing on this application piece. They also applied Ikeda’s 
concept of global citizenship by modeling wisdom, courage, and compassion and 
teaching these virtues to their students through various classroom activities to teach 
global citizenship. Corina focused both on the local and global level, where as Alex and 
Miki focused on the local level to apply this concept. The type of school and teacher 
training received appeared to have a bearing on this application piece. Additionally, the 
teachers also applied Ikeda’s concept of global citizenship by incorporating some or all of 
the integral curricular components proposed by Ikeda (2001) – human rights education, 
peace education, developmental education, and environmental education – to teach global 
citizenship. The teacher’s type of school seemed to have a major bearing on this 
application piece because the school curriculum and resources have to be aligned for this 
application to be successful. Of the three teachers, Ikeda’s concept of global citizenship 
seemed to be most successfully applied by Corina in her classroom. This seemed to be 
the case because of Angelica School’s humanistic and global education focus along with 
all its available resources. However, the question remains whether this was due to 
Corina’s Soka education practice or the school’s focus and resources – I believe it was 
both complementing factors. Based on solely these cases and not to generalize, it seems 
that it is more difficult to practice Ikeda’s concept of global citizenship at public schools. 
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However, regardless of the limitations in global education at Miki’s and Alex’s schools, 
both teachers did their best to embrace their students with Soka education.  
  All three teachers also applied their Buddhist practice in teaching global 
citizenship and it appeared that their inner transformation was key to the success of their 
overall teaching practice. Based on the results of my study, it is quite clear that it is 
difficult to assess the impact or outcomes of a teacher’s Soka education practice, except 
for anecdotal evidence. However, it is quite evident that the teachers in my study 
experienced both successes and challenges in their Soka education practice, which 
involved either students, colleagues, administrators, and parents. Next, I touch on the 
implications of my study.  
Implications 
 Based on the results and conclusions of my study, there are implications for both 
practice and research, which I address through recommendations for practice and future 
research. Now, I share my recommendations for practice. 
Recommendations for Practice 
 Based on my findings and conclusions, it is quite clear that there is a critical need 
for some formal teacher training on general Soka education philosophy and practice and 
in teaching global citizenship. My recommendation is to have some certificate program, 
course or workshop for aspiring teachers. In 2014, the Institute for Daisaku Ikeda Studies 
in Education was established at DePaul University in Chicago, which offers graduate-
level courses and degrees in Ikeda’s and Makiguchi’s educational philosophies. Also, in 
the same year, Soka University of America inaugurated its master’s program in 
educational leadership and societal change. Whether the need for formal training on Soka 
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education has been met is yet to be seen since these institutions are brand new. However, 
the prospects are promising.  
 Based on the results, it is also evident that there is a critical need for a systematic 
methodology in the form of a curriculum and assessment piece for Soka education 
practice. For as long as Soka education remains confined in the philosophical realm of 
being merely a stance, true application of Soka education will remain a distant goal, 
especially in the United States. My recommendation is to create a non-rigid, non-
prescriptive curriculum infused with philosophical and practical elements that can be 
applied by teachers with their creative license. This curriculum should be followed up 
with an assessment component. It could start off simple as a basic rubric of sorts. 
 The work of these teachers is inspiring for other Soka educators. Their 
experiences could be shared at SGI educator conferences where they can share best 
practices. From a U.S. public school policy perspective, more resources and funding is 
needed to address the gap in global education. Global education needs to be prioritized in 
teacher education programs covering the components of human rights education, peace 
education, developmental education, and environmental education. It would be beneficial 
for educators in general to have a look at the Soka perspective of education for global 
citizenship based on the virtues of wisdom, courage, and compassion and the humanistic 
teacher-student relationship based on care, trust, dialogue, and character development. 
Coming up, I share my recommendations for future research. 
Recommendations for Future Research 
 As I had mentioned in Chapter One, there is a dearth of studies on Soka education 
and even more so when it comes to global citizenship based on Soka education. While 
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there is a healthy outgrowth of research on Soka education philosophy, application 
studies are somewhat non-existent. My study was not only aimed to fill this gap, but was 
also a trailblazer of sorts. It was one of the first Soka education studies in the U.S. to 
involve fieldwork. It was also the first study conducted to analyze the application of 
education for global citizenship based on Ikeda’s framework for global citizenship. Also, 
it was the first study that researched the work of teachers who graduated from Soka 
University of America.  
 Since this was a qualitative study, it is difficult to generalize my findings. 
Therefore, my recommendation is to conduct more replication studies to compare results. 
In order to control and narrow the variables, I recommend involving participants of 
similar age, school type, teaching experience, school location, grade level, and so forth to 
be in a better position to generalize findings. I would also recommend involving non-
Buddhist participants. Also, I would recommend a longer amount of time for fieldwork in 
order to obtain more data. This study could also be replicated for teachers in higher 
grade-levels and in specific disciplines. For a more in-depth study, I would recommend a 
360-degree approach to this study involving interviews with students, colleagues, 
administrators, and parents, especially to assess impact. I would also recommend a case 
study approach using multiple data sources, including interviews, in-depth observations, 
collection of documents, follow-up interviews, and participant checks.  
Another interesting study would be to conduct a comparative study between 
Corina and a fellow teacher in Angelica School to see what kind of results we would see. 
Overall, unlike in Japan, there is no Soka school or system in the United States with a 
pure form of Soka education being practiced by teachers. It would have been interesting 
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to actually experience Soka education in practice at a Soka school in Japan in order to get 
an idea of what Soka education looks like (a sort of touchstone to compare) before 
conducting this study on U.S. Soka teachers in their diverse contexts. Finally, it would be 
interesting to further explore the challenges U.S. Soka educators face based on the 
context of their schools.  
 My hope is that this study would serve as an initial platform for future research 
and to further define Soka education. Next, I make my final remarks regarding this study. 
Concluding Remarks 
 What an experience it has been exploring education for global citizenship from a 
Soka education perspective! While it has been a challenging process, I am grateful for the 
opportunity to do something I have never done before. While many dismiss the notion of 
happiness and humanistic education as being too idealistic and lacking in complexity, it is 
simple virtues such as wisdom, courage, and compassion that we need the most in our 
present world mired in conflict. What I have realized is that it is the simple things that are 
the most profound and hardest to achieve. It is also the simple things that bring the most 
happiness as well. Just because they cannot be measured effectively should not stop us 
from applying these virtues in education.  
 From this study, I learned that global citizenship based on the Soka perspective is 
not based on mere knowledge and awareness of the world around us, but rather a 
Bodhisattva mindset and state of being imbued with the virtues of wisdom, courage, and 
compassion. The teachers in my study demonstrated these virtues (regardless of the 
school environment) and modeled the way of a global citizen (bodhisattva) for their 
students through an intense life-to-life student-teacher relationship based on care, trust, 
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dialogue, and character development. I am excited to see what kinds of global citizens 
would emerge from this relationship.  
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APPENDIX A 
 
 
UNIVERSITY OF SAN FRANCISCO 
 
CONSENT TO BE A RESEARCH PARTICIPANT 
 
Purpose and Background 
Mr. Mahi Takazawa, a doctoral student in the School of Education at the University of 
San Francisco is conducting a study of three U.S. K-12 teachers practicing Soka 
education. The researcher is interested in exploring how U.S. Soka teachers teach global 
citizenship to their students. I am being asked to participate because I am a K-12 teacher 
practicing Soka education. 
 
Procedures 
If I agree to be a participant in this study, the following will happen: 
 
1. I will participate in one 90-120 minute face-to-face interview with the researcher, 
during which I will be asked about my professional background and my teaching 
practice. This interview will take place at a location of my choosing. 
 
2. I will be observed over a period of 3-4 school days while I teach my students in my 
class. 
 
3. I will be asked to provide relevant documents for analysis such as syllabi, lesson plans, 
and curricula. 
 
4. I will participate in one 30-45 minute follow-up Skype/phone interview, during which 
I will be asked any follow-up questions. 
 
Risks and/or Discomforts 
1. The risk involved will be minimal if any. I will not be at any risk by participating in 
the interviews, classroom observations, and sharing of relevant documents. I am free to 
decline any of the procedures involved at anytime.  
 
2. Confidentiality will be protected as far as is possible. Pseudonyms will be used to 
protect my confidentiality and the confidentiality of my school. The interviews will be 
digitally recorded and transcribed. At no time will anyone other than the researcher have 
access to the recorded interviews, documents, and field notes. The data will be stored in a 
secure file.  
 
Benefits  
I will benefit from the satisfaction that I have contributed to advancing Soka education 
research and from the opportunity to reflect deeply and critically about my practice of 
Soka education. Data from this study may be published in the future. I will be given a 
copy of the final report. 
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Costs/Financial Considerations 
There will be no financial cost to me as a result of my participation. 
 
Payment/Reimbursements 
I will not receive any financial or material compensation for my participation. 
 
Questions 
I have talked to Mr. Takazawa about this study and have had my questions answered. If I 
have further questions about the study, I may call him at (510) 917-3153.  
 
If I have any questions or comments about participation in this study, I should first talk 
with the researcher. If for some reason I do not wish to do this, I may contact the 
IRBPHS, which is concerned with protection of volunteers in research projects. I may 
reach the IRBPHS office by calling (415) 422-6091 and leaving a voicemail message, by 
e-mailing IRBPHS@usfca.edu, or by writing to:  
 
IRBPHS 
Counseling Psychology Department, Education Building 
University of San Francisco 
2130 Fulton Street  
San Francisco, CA 94117-1071  
 
Consent  
I have been given a copy of the “Research Subject’s Bill of Rights” and I have been 
given a copy of this consent form to keep. PARTICIPATION IN RESEARCH IS 
VOLUNTARY. I am free to decline to be in this study, or to withdraw from it at any 
point. My decision as to whether or not to participate in this study will have no influence 
on my present or future status as a student or employee at USF. My signature below 
indicates that I agree to participate in this study.  
 
 
 
_______________________________________________________ 
Participant’s Signature                           Date 
 
 
 
_______________________________________________________ 
Signature of Researcher                           Date  
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APPENDIX B 
 
UNIVERSITY OF SAN FRANCISCO 
 
Protocol Exemption Notification 
  
To:   Mahi Takazawa 
From:   Terence Patterson, IRB Chair 
Subject: Protocol #69 
Date:   04/25/2013 
  
 
The Institutional Review Board for the Protection of Human Subjects (IRBPHS) at the 
University of San Francisco (USF) has reviewed your request for human subjects 
approval regarding your study. 
 
Your project  (IRB Protocol #69) with the title Dissertation: Case Study of U.S. K-12 
Soka Educators has been approved by the University of San Francisco IRBPHS as 
Exempt according to 45CFR46.101(b). Your application for exemption has been verified 
because your project involves minimal risk to subjects as reviewed by the IRB on 
04/25/2013. 
 
Please note that changes to your protocol may affect its exempt status.  Please submit a 
modification application within ten working days, indicating any changes to your 
research. Please include the Protocol number assigned to your application in your 
correspondence. 
 
On behalf of the IRBPHS committee, I wish you much success in your endeavors. 
 
Sincerely, 
 
  
Terence Patterson, 
Chair, Institutional Review Board for the Protection of Human Subjects 
 
IRBPHS - University of San Francisco 
Counseling Psychology Department 
Education Building - Room 017 
2130 Fulton Street 
San Francisco, CA 94117-1080 
(415) 422-6091 (Message) 
IRBPHS@usfca.edu 
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APPENDIX C 
 
Interview Protocol 
 
Time of Interview: 
 
Date: 
 
Place:  
 
Participant: 
 
Position of Participant: 
 
*Mention: the purpose of the study, data sources, data collection process, confidentiality, 
length of interview, consent form. Have a copy of Ikeda’s (2001) education for global 
citizenship. Test digital recorder. 
 
Questions: 
 
1. Tell me about yourself, your professional background, and your relationship 
with Soka education.  
2. Tell me about your class. Describe your students and your relationship with 
them. What are your general learning goals for your students?  
3. What is your overall teaching philosophy? 
4. How do you define Soka education? 
5. What are some conceptual aspects of Soka education that you believe in and 
practice? 
6. How do you translate the philosophy of global citizenship based on Soka 
education into practice? What methods do you employ? 
7. Give me some examples of your application in your class/school. Can you 
share any supporting documents (syllabi, lesson plans, and agendas)? 
8. What are some successes and challenges you have encountered in the process? 
9. What are some outcomes/impacts of your application on your students? How 
do you assess the impact? In what other areas do you see impact?  
10. Do you feel free to share Soka education philosophy with fellow teachers, 
administrators, and parents? How do they respond? 
11. Besides Soka education, what other educational philosophies and philosophers 
influence your teaching practice? 
 
 
 
 
*Thank my participant. Assure confidentiality. Set up follow-up interview 
